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Learning improvements do not transpire without understanding the process of reflective writing.    
The aim of this quantitative, quasi-experimental study was to determine the degree of impact 
using reflective writing instruction upon study participant perceptions of confidence and 
competence in the area of written expression efficacy.  This study also examined the effect that 
perceived sense of control had on perceived confidence and competence in the area of written 
expression.  The current study was carried out with 31 participants who were undergraduate 
students at a small private, four-year university.  Study participants’ perceptions were assessed 
using a three-phase, repeated measures, pre-test/post-test survey during a five-day reflective 
writing instructional program over the course of two weeks.  In relation to the research questions, 
results indicated that the students’ perceptions in written expression of confidence and 
competence improved as a result of the reflective writing instruction.  Surprisingly, perceived 
competence represented a greater improvement than perceived confidence.  However, there was 
a positive correlation between perceived sense of control as a predictor of students’ perceived 
confidence and perceived competence in written expression.  
 
 Keywords: reflective thinking; reflective writing; reflective writing instruction; 
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 Writing is an essential component of education that provides knowledge and critical 
problem-based skills to students (Chittooran, 2015; Herder, Berenst, de Glopper, & Koole, 2018; 
Pineteh, 2014).  Reflective writing is popular in higher education programs in medicine, 
psychology, and education (Naber & Wyatt, 2014; Yilmaz & Keser, 2016; Ziomek-Daigle, 
2017).  The students in these programs may become the cardiologists who will perform open 
heart surgery, the psychologists who will understand how people think, and the teachers who will 
teach students how to read, write, and think for themselves.  Writing effectively as students in 
higher education provides the opportunity to discover self-expression which may deepen 
students’ reflections of their personal life experiences (Ross, 2014; Young, 2018).   
 Reflective writing is a form of personal writing used in higher education to help students 
pay attention to detail, describe their learning experiences, and improve their writing 
competencies, which may particularly help lead them to successful future professional careers 
(Ratminingsih, Marhaeni, & Vigayanti, 2018).  However, undergraduate students frequently 
experience difficulty in areas of academic writing such as written expression efficacy (Giraldo-
García & Magiste, 2017; Pineteh, 2014; Power, 2016).  In fact, according to the National Center 
for Public Policy and Higher Education (2009, 2010), about 60% of undergraduate students 
require remediation in reading and writing, which may be a leading cause for students’ 




possessed by the students which reflects their knowledge and the way they think, do, and feel 
expressed in their knowledge and the way they think, do, and feel expressed in their writing” 
(Ratminingsih et al., 2018, p. 279).         
Although the current generation expresses themselves freely through text messages, 
emails, blogs, and social media posts, undergraduate students frequently lack the basic academic 
writing skills that are expected of them in the higher education setting (Alsamadani, 2017; 
Pineteh, 2014).  Students’ challenges with writing at the level expected in higher education can 
create a barrier to graduation (Maznun et al., 2017; Pineteh, 2014).  Many students who begin 
their undergraduate programs are overwhelmed by faculty expectations to write clearly, 
effectively, and coherently.  Some challenges occur because students perceive academic writing 
to be a chore or responsibility.  Students are more likely to invest time and produce quality work 
when they have some control or understanding of their written assignment’s purpose and 
meaning (Herder et al., 2018; Van Wyk, 2017).  According to the National Assessment of 
Educational Progress (2011, 2017), an estimated 27% of American 12th-grade students achieved 
low performance scores on their writing assessments, while only 3% tested at advanced levels.  
The emphasis of instruction has changed from content-based instruction to process and skills-
based instruction.  For example, content-based instruction occurs when instruction focuses 
primarily on developing workforce proficiency through the acquisition of knowledge from 
textbooks (Arifani, 2016).  In contrast, process and skills-based instruction occurs when 
instruction focuses on the development of lifelong learning skills through valuable experiences 
that will help students effectively adapt to changing circumstances (Mahdavi & Miri, 2019).   
 Researchers have suggested that undergraduate students’ academic writing may improve 
from reflective writing in internet blogs, journals, and assignments.  (Alsamadani, 2017; Poldner 
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et al., 2014; Thomas, 2017; Van Wyk, 2017).  Students need more practical experience with 
constructing, increasing, and maintaining effective academic writing skills through reflective 
writing assignments which can help to build students’ self-confidence as writers, enhance writing 
competence, and advance students’ understanding of writing equity and control (Ottenberg, 
Pasalic, and Pawlina, 2016; Van Wyk, 2017).   
 Reflective writing is one of the best-known practices for allowing students to learn from 
their growth and ongoing commitment to learning (Annamalai & Jaganathan, 2017; Guce, 2017; 
O’Shea, 2018).  Reflective writing has been used in many academic settings as an experiential 
learning tool for promoting critical thinking, increasing identity development, and improving 
academic learning retention in college and university students (Harvey, Coulson, & McMaugh, 
2016; Lucas & Tan, 2013).  Reflective writing has been used as a capstone in various academic 
courses to address the experience-based learning from internships, practicums, and community 
participation (Harvey et al., 2016).  Evidence has shown that reflections improve student learning 
outcomes in problem solving, analytical reasoning, self-awareness, and metacognition skills 
(Chittooran, 2015; Guess, 2014; Kurt, 2017).  However, limited research exists exploring 
reflective writing as a guiding tool for promoting more effective academic writing from college 
and university students.   This dissertation is primarily concerned with undergraduate students 
using reflective writing instruction to impact their perceptions of confidence and competence in 
the area of written expression efficacy at a private university.    
Background of the Study  
 Reflective writing has been described in many studies as reflections, reflective thinking, 
reflective learning, self-reflections, reflective journals, and problem-based learning (Evans, 
2013; Guess, 2014, Herder et al., 2018; Kurt & Kurt, 2018).  Historically, reflective writing 
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originated from John Dewey (1933, 1938) who focused on the value of reflective thinking.  
Dewey (1938) is known to be one of the most influential philosophers to acknowledge the 
importance of reflecting thinking.  Dewey (1933) was the first educational theorist who studied 
reflective thinking which he defined as “enabling to direct events and situations with foresight 
and to plan according to ends-in-view, or purposes of which one are aware” (p. 17).  Throughout 
Dewey’s (1933) research career, he believed that reflective thinking should be used as a tool to 
promote learning in struggling students.  He proposed that reflective thinking involved a 
systematic, scientific process of describing an experience, identifying questions that arise from 
that experience to generate theories or hypotheses, and taking intelligent action towards future 
experiences (Dewey, 1938; Wain, 2017).   
 Following Dewey’s initial work in reflective thinking, Schon (1983) and Kolb (1984) 
also studied learning from reflective writing.  Schon (1983) built on Dewey’s studies by linking 
reflection to the development of professional practice.  Schon (1983) proposed that, by using 
reflections, individuals could acquire comprehensive knowledge and thereby become experts in 
their specialized fields.  Schon (1983) also created the theory of reflection on action and 
reflection in action which can be described as repeatedly carrying out the process of experience 
(as cited in Bertolini et al., 2010).  Kolb (1984) later created a four-stage experimental learning 
model that demonstrated effective learning but was criticized for ignoring the effect of emotions.  
However, Boud, Keogh, and Walker (1985) questioned Kolb’s theory.  They argued that Dewey 
and Kolb neglected to include emotions in the development process and proposed that emotions 
are associated with an experience and influence the way in which individuals recall events.  The 
reflective process cannot be successful when the resulting emotions are ignored.  When students 
choose to write about their positive or negative feelings, they are more likely to be encouraged, 
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empowered, and enriched with positive perspectives.  Furthermore, through deeper 
understanding, students can create new experiences intelligently by understanding past 
experiences.   
According to Amicucci (2011), the act of writing is an act of thought.  Reflective 
thinking provides a useful focus for exploring the influences that shape and guide individual 
practices and demonstrating students’ progression towards achieving learning outcomes and 
required standards in higher education (Heyer, 2015; Wain, 2017).  The term of reflection can be 
defined as the purposeful and recursive contemplation of thoughts, feelings, and happenings that 
pertain to significant practice experiences (Kennison, 2012).  
 Reflective writing is a unique mode of learning that requires a higher level of abstraction 
and more intellectualization than speech (Kennison, 2012).  Kennison’s (2012) study described 
the best practices for using structured reflective writing to mentor undergraduate nursing 
students’ critical thinking skills.  Although Kennison (2012) stressed that, while some students 
had a negative experience indicating that writing was overly time-consuming, the majority of 
undergraduate nursing students had a positive perspective on developing self-awareness, 
fostering thinking modes, and improving one’s learning practice.           
 Gummesson and Nordmark (2012) studied self-reflections in 32 physiotherapy students 
to analyze the perceived learning and study strategies in higher education to measure effort-
related activities (indicated by motivation, time management, and concentration), goal 
orientation (indicated by concentration, anxiety, test strategies, and selecting main ideas), and 
cognitive activities (indicated by selecting main ideas, information processing, study aids, and 
self-testing).  The results of Gummesson and Nordmark’s (2012) study indicated dramatic 
improvements in the students’ metacognition.  Reflective writing caused undergraduate students 
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to express themselves confidently through self-reflections.  The faculty addressed their 
observations that the students had a need for reflective writing and impacted their motivation.     
   Lagaei and Mall-Amiri (2015) investigated the effectiveness of reflective writing on 
improving learners’ writing achievement in 60 participants at Tehran University of Medical 
Services.  They measured three dependent variables: writing achievement, vocabulary 
achievement, and critical thinking.  Despite the researchers’ hypotheses that reflective writing 
would not significantly affect all three focus areas, the null hypotheses were rejected, meaning 
that the learners’ writing achievement, vocabulary achievement, and critical thinking were 
significantly improved by reflective writing.  Lagaei and Mall-Amiri’s (2015) study revealed that 
reflective writing could make students more aware of assumptions and preconceived ideas.  
Reflective writing is the evidence of reflective thinking, which can change one’s attitude and 
behavior.   
Additional research has evidenced that students can monitor and modify the quality of 
their writing by practicing reflective writing (Annamalai & Jaganathan, 2017).  Annamalai and 
Jaganathan (2017) conducted a qualitative study that included Malaysian students in an urban 
Chinese school.  The students lacked sufficient writing skills, which affected their academic 
performance.  The purpose of the study was to use the context of Facebook to facilitate online 
reflective learning as a means of motivating student writing and reflective thinking skills.  Data 
showed that students’ motivation improved as a result of demonstrating their thoughts and 
feelings in the reflective journals.  Although the final results showed macro aspects of 
organization and content, the grammar and sentence structures in the narrative writing 
assignment improved.  The study found that reflective journal practices were a successful 
platform for enhancing students’ narrative writing in academic situations.  Annamalai and 
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Jaganathan (2017) suggested that students could eventually become self-critical and edit their 
writing assignments to meet required standards.   
Reflective writing in undergraduate students who are in two different programs of studies 
has yet to be studied at a four-year private university.  Interest in this topic encouraged further 
study of the perception of confidence, competence, and control; specifically, in undergraduate 
students using reflective writing as a learning tool to improve students’ perceptions of writing 
abilities and perspective behaviors to learn.           
Problem Statement  
 Undergraduate students may lose the confidence, competence, and control necessary to 
produce effective academic writing which may cause a hindrance in their writing performance.  
However, more than half of undergraduate students at a post-secondary college and university 
require remediation, thereby lacking the confidence in writing to achieve academic success 
(Kitchakarn, 2012; Palmer, Levett-Jones, Smith, & McMillan, 2014).  Furthermore, first-year 
students demonstrate a lack of control with the process of academic writing and taking 
ownership for their errors after receiving critical feedback from their instructor (Naude, Nel, van 
der Watt, & Tadi, 2016).  Having a lack of control leads to a lack of confidence, insecurities, and 
perceptions of incompetence in their writing skills (Naude et al., 2016).  The purpose of this 
quantitative study was to determine the degree of impact using reflective writing instruction 
upon study participant perceptions of confidence and competence in the area of written 
expression efficacy.  The participants were undergraduate students enrolled in an intercollegiate 





Significance of the Study  
Many institutions of higher education struggle to understand the reasoning behind 
undergraduate students’ negative perceptions of the process of composing (Combs, 2016).  Also, 
students who have good intentions to write well struggle with the purpose of written assignments 
throughout their undergraduate program (Williamson, 2015).  Reflective writing is recognized as 
a motivational strategy contributing to students’ positive attitude in learning, increasing their 
attention and engagement in the course, giving them the feeling of success in written 
assignments, and enhancing their self-confidence (Cheung, 2018; Duijnhouwer, Prins, & 
Stokking, 2012).  By analyzing students’ perspectives of reflective writing, faculty and 
undergraduate students would better recognize the influence of students’ feelings and reflective 
experiences on writing performance.  Measuring the participants ‘perceptions of confidence and 
competence would reveal the importance of integrating reflections in all program majors as a 
means of improving student written expression thereby improving success in academic writing.     
Overview of Methodology  
Methodology  
The research design of the study is broadly quantitative and quasi-experimental 
specifically.  Study participants’ perceptions were assessed in a repeated measures, pre-test/post-
test manner.  The treatment variable was the reflective writing instructional program that was 
implemented after the baseline (pre-test) measures of performance and perception were 
evaluated.  The focus of the study was to determine the degree of impact using reflective writing 






 The target population for study purposes included participants who were undergraduate 
students in an intercollegiate athletic course enrolled at a small, private university located in 
Florida.  A convenient, purposive sample consisting of 31undergraduate students who were 
registered for two semesters were invited to participate in the study voluntarily.  The instructor of 
the intercollegiate course helped coordinate the learning assignment and activities designed by 
the researcher.   
Study Procedures 
The study was conducted through a quasi-experimental, within-subjects, repeated 
measures research design (pre-test/post-test).  The study’s intervention variable, instructional 
programming in the area of reflective writing, was provided over a prescribed number of class 
sessions after study participants completed the pre-test survey.  At the completion of the 
intervention phase of the study (instructional programming), study participants completed the 
post-test survey.  The study’s research instrument (survey) was administered during both the pre-
test and post-test phases of the study. 
 The intervention variable, instructional programming, was designed and implemented 
specifically by the researcher.  A syllabus and course outline was developed and provided to 
study participants, defining the time frame and specific lessons/activities implemented during the 
intervention or treatment phase of the study.   
Regarding the evaluation of participant perceptions of writing ability, study participants 
completed a researcher-developed survey instrument electronically sent through the Qualtrics 
platform.  A five-point Likert-type scale was designed to assess students on their progress from 
the pre-test and post-test assignment (see Appendix A).  The survey instrument measured 
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participant pre/post perceptions using  reflective writing instruction to determine study 
participant perceptions of confidence and competence in the area of written expression efficacy.  
The expectation was that at least 50% of the selected target population completed the online 
survey at both the pre-test and post-test phases of the study.   
Study Instrumentation           
The judgment phase of the establishment of the research instrument’s (survey) content 
validity was executed through an a priori content analysis of writing themes associated with 
effectual written expression.  The study’s enlisted SMEs indicated which themes were included 
in the research instrument.  The accepted themes formed the basis of survey item development.  
The researcher instrument was a 14-item Likert type survey utilizing a five-point scale 
(Appendix A).  Posteriori validation of the research instrument was conducted using Cronbach’s 
alpha (a). 
Research Questions and Hypotheses 
In order to address the study’s research problem, the following research questions and 
hypotheses were posed:  
1.  To what degree of impact does reflective writing instruction improve study 
participant perceptions of confidence in the area of written expression? 
2. To what degree of impact does reflective writing instruction improve study 
participant perceptions of competence in the area of written expression? 
3.  To what degree of impact does reflective writing instruction improve study 
participant perceptions of sense of control in the area of written expression? 
4.  Considering the domains of written expression identified for study purposes, 
which domain of written expression was most impacted by the targeted instruction in 
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written expression in the area of participant-perceived confidence in written 
expression? 
5.  Considering the domains of written expression identified for study purposes, 
which domain of written expression was most impacted by the targeted instruction in 
written expression in the area of participant-perceived competence in written 
expression? 
6.  Was there a predictive and associative effect for participant-perceived sense of 
control in written expression upon perceived confidence and competence in written 
expression? And was the predictive and associative effect greatest for participant-
perceived confidence or competence in written expression? 
Overarching Research Hypothesis 
Within the proposed study, it was hypothesized that undergraduate students who express 
themselves through reflective writing using instructional programming are more likely to have a 
positive perception regarding their abilities to improve their written expression efficacy. 
Hypotheses (Research Questions 1-3) 
Ha
1:  Targeted instructional programming in the area of written expression (reflective writing) 
will exert a statistically significant effect upon participant-perceived overall confidence in the 
area of written expression. 
Ha
2:  Target instructional programming in the area of written expression (reflective writing) will 
exert a statistically significant effect upon participant-perceived competence in the area of 




3:  Targeted instructional programming in the area of written expression (reflective writing) 
will exert a statistically significant effect upon participant-perceived sense of control in the area 
of written expression.   
Data Analyses 
Prior to the analysis of research questions posed in the study, preliminary analyses were 
conducted, specifically missing data, internal consistency (reliability) of participant response, 
and essential demographic information. 
Missing data were analyzed using descriptive and inferential statistical techniques.  
Specifically, frequency counts (n) and percentages (%) were utilized for illustrative purposes.  
The randomness of missing data were assessed using Little’s MCAR test statistic.  An MCAR 
value of p > .05 was considered indicative of sufficient randomness of missing data. 
Internal reliability of participant response to the survey instrument was assessed using 
Cronbach’s alpha (a).  The statistical significance of a was evaluated through the application of 
an F-test.  F values of p < .05 were considered statistically significant. 
Essential demographic information was analyzed using descriptive statistical techniques.  
Specifically, frequency counts (n) and percentages (%) were utilized for illustrative purposes.   
Pre-test/post-test difference in participant perceptions scores were first evaluated for 
normality using the Shapiro-Wilk test statistic.  S-W values of p > .05 were considered indicative 
of the relative normality of data distribution.  Magnitude of treatment effect was assessed using 
the Cohen’s d test statistic.  Cohen’s conventions of interpretation was used to assign 





Analyses by Research Question 
The study’s research questions were addressed broadly using a variety of descriptive, 
associative, predictive, and inferential statistical techniques.  Frequency counts (n), measures of 
central tendency (mean scores), and variability (standard deviation) represented the primary 
descriptive statistical techniques used in the six research questions.   
In Research Questions One through Five, the t-test of dependent means was used to 
assess the statistical significance of participant response from the pre-test to post-test phases of 
the study.  The alpha level of p < .05 represented the threshold for statistical significance of 
finding.  Cohen’s d assessed the magnitude of effect (effect size).  Cohen’s parameters of 
interpretation of effect sizes were employed for comparative purposes.  All assumptions of 
multiple linear regression was assessed through either visual inspection or statistical methods. 
In Research Question Six, the predictive and associative effect of participant-perceived 
sense of control in written expression, was measured using two dependent variables.  As such, 
the multivariate multiple regression (MMR) test statistic was employed to determine the overall 
effect of the respective independent variable upon both dependent variables.  Pillai’s trace (v) 
was used to interpret the means of the statistical significance of impact by participant-perceived 
sense of control in written expression upon the dependent variables of confidence and 
competence in written expression.  The alpha level of p > .05 represented the threshold for 
statistical significance of finding.  Cohen’s d was used to assess the magnitude of effect (effect 
size).  Cohen’s parameters of interpretation of effect sizes were employed for comparative 
purposes.   
 Post hoc analyses using univariate linear regression test statistics were employed to 
determine the predictive and associative effect exerted by the independent variable (sense of 
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control in written expression) upon each dependent variable separately.  The alpha level of p < 
.05 represented the threshold for statistical significance of finding.  Cohen’s d was used to assess 
the magnitude of effect (effect size).  Cohen’s parameters of interpretation of effect sizes were 
employed for comparative purposes.   
Limitations 
Although many studies (Combs, 2015; Litterio, 2018; Williamson, 2015) have found that 
composition challenges promote improvement in students’ self-reflections and learning, research 
concerning reflective writing using quantitative designs is limited.  The majority of research 
concerning practicing student reflections is qualitative focusing on the importance of assessment 
feedback (Annamalai & Jaganathan, 2017; Barnes & Caprino, 2016; Keller-Dupree & van der 
Hagen, 2015).  Limited research has explored the degree of impact in students’ perspective 
behavior, specifically in written expressive performance using reflective writing.  The potential 
limitations of this study are three-fold: (1) low number of adequate participants, (2) using one 
small private university, and (3) students’ inability to understand deep reflective thinking.        
Undergraduate students who are transitioning from high school to a four-year private 
university may display a lack of engagement and may not have concrete understanding of 
reflective writing ideas (Kurt & Kurt, 2017).  For example, students tend to focus more on the 
outcome of an experience rather than the process that led to the outcome (Kurt & Kurt, 2017).  
An assumption was that the undergraduate students would answer the survey with fidelity and 






Definition of Key Terms  
Expression of Thought 
 Expression of thought, a domain of written expression, refers to one’s clarity of 
expression of thoughts and ideas (Alsamadani, 2018).  Expression of thought can be defined as 
one’s personal way of style in written communication (Alsamadani, 2018).  According to 
Escorcia, Passerault, Ros, & Pylouster (2017), as writers begin to express their thoughts about a 
topic of interest, writers begin to explore understanding of the content being addressed.  
Expression of thought is the importance of being viable, valuable, and visible “with feeling and 
meaning” (Culbertson, 2013, p. 189).    
Organization of Thoughts 
 Organization of thought is a domain of written expression that consist of planning, 
generating, selecting, and organizing ideas necessaries to produce a written text (Escorcia, 
Passerault, Ros, & Pylouster, 2017).  Organization of thought can be defined as organizing 
knowledge to parallel structure, taking rhetorical goals into account before writing (Escorcia et 
al., 2017).  Another definition found in How We Think, Dewey (2018), refers to organization of 
thought as intellectual power which is a method that consist of a set of operations by a 
“machinery of thought” that is set going and kept at work upon subject-matter (p. 32).  For the 
purpose of the study, organization of thought is referred to as “deciding what to write about” 
(Karasu, 2017, p.145).    
Mechanics  
 Mechanics is one of the domains of written expression that is a language rubric that is 
used to assess the quality of writing and writing competence (Ratminingsih, Marhaeni, & 
Vigayanti, 2018).  Mechanics is referred to capitalization, punctuation, and spelling 
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(Alsamadani, 2018; Karasu, 2017).  In higher education, lectures tend to concentrate on the 
mechanic of the writing such as language-syntax, grammar, and plagiarism (Pinetch, 2014).  
Mechanics is one of the writing skills in written expression that college and university students 
are evaluated on for students’ academic success (Listyani, 2018).  
Persuasiveness 
  Persuasiveness is one of the domains of written expression that is the influence of 
changing one’s attitude, behavior, and belief (Schreiner, Appel, Isberner, & Richter, 2018).  The 
goal of persuasiveness is to persuade others to adopt the writer’s view.  Writing persuasively 
about the effects of an event or experience may change how one views that event or experience 
(Lancaster & Erbes, 2016).  Persuasiveness is putting forward convincing evidence, sensible 
reasoning, and effective rebuttals (Listyani, 2018).  Persuasiveness is also known as creative 
writing or an argument strength that uses words to convince others to understand the full effects 
of students’ experiences (Lancaster & Erbes, 2016).  Persuasiveness can be defined as a powerful 
skill that has strength through events with meaning (Lancaster & Erbes, 2016).   
Reflective Writing   
 The literature will often use the terms “reflective writing” and “reflection” 
interchangeably.  Reflection is an important human activity in which people recapture their 
experience, think about it, mull over, and evaluate it.  It is this working with experience that is 
important in learning (Boud et al., 1985).  Another definition from Leslie Hoffman (2014) stated 
that reflection is commonly referred to as a mental process by which thoughts are turned back to 
an event or experience so they can be analyzed and interpreted in order to gain a new or better 
understanding.  Reflective writing can be defined as the expression of the mental process of 
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reflection on paper and is central to the notion of learning from experience (Wegner, Struthers, & 
Mohamed, 2017).    
Sense of Control 
 A sense of control is a generalized belief of a sense of personal control of one’s learning 
process (O’Connell, Dyment, & Smith, 2015).  According to Zeki and Kuter (2018) students 
have high levels of autonomy by gaining confidence, motivation, and improvement in their 
learning skills.  Zeki and Kuter (2018) defined the feeling of being in control as autonomy.  
Autonomy can be defined as “taking charge of one own’s learning” (as cited in Zeki and Kuter 
2018, p. 344) and gaining the responsibility for all decisions concerning all aspects of learning.  
The concept of perceived sense of control is a cognitive attribute that is discussed within the 
social and behavioral sciences in a variety of forms such as a personal control, instrumentalism, 
self-efficacy, self-directedness, and personal mastery and autonomy (Murphy, 2014; Naude, Nel, 
van der Watt, & Tadi, 2016; Zeki & Kuter, 2018).           
Summary 
 The study sought to determine the degree of impact using reflective writing instruction 
upon study participant perceptions of confidence and competence in the area of written 
expression efficacy in undergraduate students at a four-year private university.  This study used a 
broadly quantitative and quasi-experimental design.  The research design included a repeated 
measure as an assessment in a Pre-Test/Post-Test manner.  To assess students on their progress, 
participants completed a survey using a 5-point Likert type scale.  The researcher answered six 
research questions to determine the degree of impact in reflective writing instruction in the area 
of written expression efficacy.   
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Research concerning reflective writing perceptions is limited.  The researcher’s interest in 
this subject derived from the need to determine the degree of impact using reflective writing 
instruction upon undergraduate students’ perceptions in the area of written expression efficacy.  
By analyzing the students’ perspectives of reflective writing, faculty and undergraduate students 
may be better able to recognize the influence of students’ feelings and reflective experiences in 
writing performance.  Reflections provide a useful focus to explore the influences that shape and 
guide individual practices to demonstrate students’ progression to achieve learning outcomes and 
required standards in higher education (Heyer, 2015; Wain, 2017).  
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II. REVIEW OF LITERATURE 
 
 
Reflective writing is used to provide students an opportunity to learn through the 
expression of thoughts and feelings as well as the construction of knowledge (Escorcia, 
Passererault, & Pylouster, 2017).  College and university instructors have used reflective writing 
as a motivational strategy to improve students’ academic outcomes (Adatepe & Kul, 2018; 
Combs, 2015; Su, 2015).  Although reflective writing is not a new strategy to enhance student 
learning, it is one learning strategy that has been used by colleges and universities to identify 
students’ strengths and weaknesses, to deepen personal awareness and improve academic 
success.  Furthermore, reflective writing has been used as a tool to enhance higher education 
students’ learning retention, aid student development, and increase student self-awareness 
(Barnes & Caprino, 2016; Clinton, 2018; Guce, 2018).   
 Many students are known to be surface learners in higher education.  Surface learners 
learn only enough to pass an assessment task and fulfill the minimum requirements of their 
college or university courses (O’Connell, Dyment, & Smith, 2015).  Today, students are 
expected to retrieve information from the internet and to understand a lesson before the 
assignment due date.  Although the instructor usually posts the assignments several days before 
the due date, students may post their assignments in the submission link one day before or on the 
same day of the due date (O’Connell et al., 2015).  According to O’Connell et al. (2015), surface 
learners who are “dummed down by the academic convention” (p. 7) may lose confidence and 
the ability to be creative.  Reflective writing is used to enhance students’ self- 
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confidence, improve written expression competence, and gain control of written expression 
efficacy for better learning outcomes (Keller-Dupree & van der Hagen, 2015; Wegner et al., 
2017; Zeki & Kuter, 2018).       
This chapter examines literature regarding students’ perceptions and performance 
enhancement abilities using reflective writing instruction to obtain written expression efficacy.  
The purpose of the study was to determine the degree of impact using reflective writing 
instruction upon study participant perceptions of confidence and competence in the area of 
written expression efficacy.  Many studies were found to support student improvement in written 
expression after practicing reflective writing (Gummesson & Nordmark, 2012; Herder, Berenst, 
de Glopper, & Koole, 2018; Kennison, 2012; Kurt & Kurt, 2017; Lucas & Tan, 2013).  
Following a literature search using terms such as reflections, reflective activities, reflective 
thinking, reflective writing, self-critical, reflective journals, and reflective practices, themes were 
organized to describe the impact of reflective writing.  Four themes emerged from this literature 
search:  (1) reflective writing, (2) confidence, (3) competency, and (4) written expression.   
This chapter provides a review of literature relevant to the study of students’ perceptions 
of confidence and competence after practicing reflective writing from instructional 
programming.  The first section defines the phases of reflective writing as they relate to a sense 
of personal discovery as a writer in the area of written expression.  Next, the review discusses the 
process of reflective writing.  The final two sections discuss the impact of reflective writing and 
reflective writing instruction.   
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Defining Phases of Reflective Writing 
Some define true understanding as knowing a sense of self or true image of one’s 
character, intent, and perception (Annamalai & Jaganathan, 2017; Neil, Cropley, Wilson, & 
Faull, 2013).  Regardless of how a person’s character is viewed, professionals have agreed that 
true understanding must involve developing a substantial base of knowledge during an 
individual’s developmental phases (Franklin, 2018; Su, 2015).  Reflective writing can be useful 
for encouraging growth in students’ mastery of complex, knowledge-based practices.  Reflective 
writing is one proven strategy for instructors to understand students’ challenges with academic 
writing.  There are three phases of reflective writing: (1) reflecting: thinking and considering an 
experience; (2) reflective thinking: analyzing and developing a process to change or improve 
from an experience; and (3) reflective writing: applying and transitioning permanent reflecting 
thoughts and feelings in writing to receive concrete performance enhancement from 
reconstructing thoughts and feelings repeatedly (Coleman & Willis, 2015; Vassilaki, 2017). 
Reflection 
Reflection is a mental picture or image from an experience or event that has meaning 
(Dewey, 1933).  Reflection is the process of connecting knowledge to prior experience.  
Reflection encourages students to think about the skills they have acquired and the lessons they 
have learned throughout a project or course (Dyrud & Worley, 2013).  John Dewey, who first 
observed reflective thinking, broadly defined reflection as the process of problem-solving 
underpinned by evidence (Chittooran, 2015; Dewey, 1933).  Dewey (1933) further explained that 
reflection is a scientific method of the mind which involves active, persistent, and careful 
consideration of thinking (Dewey, 1933).  Over time, researchers such as David Boud have based 
their practices and understanding of self-regulated activities from Dewey’s research (Boud, 
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Keogh, & Walker, 1985).  Boud et al. (1985) stated that reflection is an important human activity 
in which people recapture their experience, think about it, mull it over, and evaluate it.  Overall, 
reflection is the first systematic step toward reflective writing. 
Reflective Thinking 
Reflective thinking takes place when an individual further analyze their thoughts of 
events and experiences.  Thinking is a process that occurs during a continual change of obstacles, 
perplexities, solutions, and problem-solving (Adatepe & Kulm, 2018; Chittooran, 2015; Dewey, 
1933).  The process of thinking involves not simply a sequence of ideas, “but a con-sequence – a 
consecutive ordering in such a way that each determines the next as its proper outcome” (Dewey, 
1933, p. 4).  Reflective thinking can be involved with deep meaning generally results from an 
unsettling situation, invigorating circumstance, or a favorable event (Fullana, Pallisera, Colomer, 
Fernández, & Pérez-Burriel, 2016; Kennison, 2012).  As such, thinking signifies the course of 
thoughts to be carried on reflectively (Dewey, 1933).  Dewey (1933) further explained thinking 
as a net conclusion, extracting careful thoughts from what is perceived initially.  A net 
conclusion is information memorized after a change of thoughts or events take place.  The 
outcome is achieved when the situation or circumstance is evident through a reflective thinking 
activity.  Reflective thinking is a particular kind of thinking which is known to be a better way of 
thinking (Dewey, 1933).     
Reflective thinking is the second phase of reflective writing.  Reflective thinking is 
pondering, analyzing, and questioning the experience to recognize self-intentions.  John Dewey 
(1933) was the first researcher to study reflective thinking.  Dewey (1933) originally introduced 
the concept of reflecting thinking in 1910.  His beliefs about democracy, community 
involvement, and problem solving guided the development of his social and educational 
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philosophies and targeted his research towards reflective thinking.  Dewey’s (1933) belief was 
that reflective thinking should be an educational aim.  In his book How We Think, Dewey (1933) 
focused more on the nature of reflective thinking and defined the term as a “function to 
transform a situation where there is experienced obscurity, doubt, conflict, or disturbance of 
some sort, into a situation that is clear, coherent, settled, and harmonious” (Dewey, 1933, pp. 
100-101).  Following Dewey’s death, researchers have spent many hours determining, exploring, 
and describing the performance levels of reflective practices in academic development (Boud et 
al., 1985; Oner & Adadan, 2016; Pineteh, 2014; Roberts, Maor, & Herrington, 2016; Sanacore, 
2013; Vassilaki, 2017).  Reflective thinking, in short, means “judgement suspended during 
further inquiry” (Dewey, 2018. p. 10).   
Murphy (2014) conducted a study to investigate the effect of a reflective treatment on 
103 high school science students’ critical thinking and their level of reflective thinking.  Murphy 
(2014) summarized that reflective thinking is thinking critically, stepping back, and considering 
how to solve a problem and to draw on past experiences when making decisions.  Murphy’s 
(2014) 16-week rigorous, reflective study used a quasi-experimental pretest/posttest design with 
a comparison group and treatment group.  After using diverse reflective-type practices such as 
reflective journals, reflective exit slips, and a verbal class reflection, findings showed that the 
treatment group scored significantly higher than the comparison group on their critical thinking 
skills and reflection levels.     
By engaging students in reflective activities both individually and in groups, students are 
provided opportunities to reflect at deeper levels compared to students who only engage in 
reflective activities alone (Keller-Dupree & van der Hagen 2015; Murphy, 2014).  Through 
reflective writing, students are able to strengthen their self-confidence and feel empowered as a 
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result of successful outcomes (Dolphin, 2013; Keller-Dupree & van der Hagen 2015).  When 
students evaluate their experiences and assess their outcomes successfully, students feel more 
motivated to continue engaging in rigorous assignments.  Overall, research findings have 
demonstrated that engaging in reflective thinking generated creative ideas, formulated alternative 
ways to possible solutions, and improved understanding on self-awareness (Laqaei & Mall-
Amiri, 2015; Lindroth, 2015; Maznun, Monsefi, & Nimehchisalem, 2017; Moos & Bonde, 2016; 
Naude, Nel, van der Watt, & Tadi, 2016; Su, 2015; Zwozdiak-Myers, 2009).   
Reviewing both older and newer studies on reflective writing revealed that students’ 
perceptions of entrepreneurship and self-confidence improved after they practiced reflective 
writing (Adatepe & Kul, 2018; Dewey, 1933; Fryer, 2013; Murphy, 2014; Oner & Adadan, 
2016; Schon, 1983).  Adatepe and Kul (2018) completed one of the most recent studies regarding 
the characteristics of reflective thinking.  The researchers referred to reflective thinking as a 
higher- level thinking skill.  Adatepe and Kul (2018) defined reflective thinking as a cognitive 
inquiry skill that will lead students to produce new knowledge and develop alternative ways of 
thinking.   
 Adatepe and Kul (2018) studied 240 university students in the physical education and 
sports physical education department at Bartin University.  The researchers’ goal was to identify 
whether physical education and sports teachers’ reflective thinking themes predict 
entrepreneurial characteristics.  A 5-point Likert-type scale was used to determine the 
entrepreneurial character of the pre-service teachers.  Four themes emerged: (1) effective and 
interrogated teaching, (2) continuous and intentional thinking, (3) responsibility of teaching and 
science, and (4) looking professional.  The findings obtained determined that the theme most 
predictive of entrepreneurial characteristics was effective and interrogated teaching.  The 
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researchers determined that reflective thinking was an effective way to analyze and predict 
entrepreneurial characteristics.  Consistent with these findings, Kheng and Sethela (2015) agreed 
that reflective thinking can be used to mold students’ future professional and entrepreneurial 
behavior as well as their critical reasoning ability.  Kheng and Sethela (2015) adopted reflective 
writing as a method for teaching entrepreneurship through reflective learning.  Similar to 
Adatepe and Kul (2018), Kheng and Sethela (2015) suggested the need to develop reflective 
writing among students to develop entrepreneurship characteristics, resulting from the 
opportunity for students to self-track their personal growth and cognitive development.  
Reflective Writing 
 Reflective writing is the mental process that involves the domains of written expression 
(organization of thoughts, expression of thoughts, persuasiveness, and mechanics) (Coleman & 
Willis, 2015; Escorcia et al., 2017; Ratminingsih et al., 2018; Schreiner, et al., 2018; Wegner et 
al., 2017).  Writing allows students to evaluate one’s own performance in course studies and can 
be used as a guide to initiate thoughts, feelings, and actions aimed at achieving writing objectives 
(Sala-Bear & Castello, 2018).  Students must comprehend the value of writing to begin written 
expression in reflective writing.  According to Barnes and Caprino (2016), reflective writing is 
an act of thinking since the entire process of writing is a display of thinking.  Reflective writing 
is frequently used as an educational tool by instructors to improve student learning retention and 
foster student development and self-awareness skills (Annamalai & Jaganathan, 2017; Evans, 
2013; Gummesson & Nordmark, 2012; Schneider-Cline, 2018; Wegner, Struthers, & Mohamed, 
2017; Yilmaz & Keser, 2016).  Experiences from higher education are ideal for students to use 
critical skills if reflective writing instruction is modeled as a tool for academic improvement.  
Reflective writing evaluates thoughts and feelings, allowing them to be reinforced as students 
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become efficacious in their written expressions.  Roberts, Maor, and Herrington (2016) agreed 
that reflective writing is a permanent record of reflective thinking, an outlet for feelings which 
can be exposed by dialogue.     
Wegner et al. (2017) defined reflective writing as the expression of the mental process of 
reflection on paper and central to the notion of learning from experience.  Wegner et al. (2017) 
conducted a four-day study that included 30 participants at an annual leadership camp for 
adolescent learners in Cape Town, South Africa to explore the value of reflective writing on 
adolescents.  The participants were were encouraged to write reflections in two writing sessions 
in their home language or English.  Wegner et al.’s (2017) qualitative study was conducted to 
describe how the adolescent learners responded to writing to express their perceptions and 
experiences from the camp.  The two themes Wegner et al. (2017) found were:  (1) reflections on 
self and (2) reflections on writing.  Reflections on self encouraged students to write about, and 
get in touch with, their emotions and feelings.  Reflections on writing described the students’ 
perceptions that emerged as a result of reflective writing.   
  Wegner et al. (2017) were interested in two themes related to Schön’s (1983) theory on 
reflection-on-action and reflection-in-action.  Reflection-on-action provides students the 
opportunity to improve their writing skills and life experiences.  In these reflections, students 
tended to report past experiences, reconstructing them after the event, rather than constructing 
them in more significant ways while they are happening.  Students practiced reflection-on-action 
in reflective journals, diaries, and course portfolios.  Reflection-in-action is thinking on the go, 
during actions, and creating practice while they are happening that can facilitate the development 
of moment-to-moment decision making (Edwards, 2017).  Students practiced reflection-in-action 
during peer reviews and course discussions.  Schön (1983) introduced reflection-on-action and 
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reflection-in-action due to his belief that learners know more than they articulate in language and 
practice.     
 In Wegner et al.’s (2017) study, twenty-four out of the 30 participants submitted 
reflections after the first session, but 29 participants submitted reflections after the second 
session.  Wegner et al.’s (2017) study showed that participants were able to write about and 
express their emotions and feelings as a result of reflective writing.  The participants reported 
personal development and empowerment in the areas of freedom, knowledge, self-esteem, self-
confidence, and control.  Furthermore, reflective writing was perceived as being non-judgmental, 
providing a sense of relief and release, and evoking emotions.  Reflective writing was a new 
experience for the participants; however, once engaged with the actual process of writing, the 
participants were surprised at how easy and comfortable the process was to write.  The 
participants realized the potential reflective writing provided the ability to express themselves.  
For example, a 17-year-old male wrote: 
It felt like I came to know myself for the first time.  The pen is a powerful weapon; it
 can make you change.  Just like my whole perspective of myself changed when the ink 
 got onto the paper.  It felt like I was betraying myself, but as I carried on, it got better and 
 better, and the words just flowed out of my mind and most importantly my heart.  Getting 
 my feelings and emotions on paper helped me to realize what potential I have and how to 
 deal with my different emotions. (p. 13)  
Wegner et al.’s (2017) study also showed that the participants saw the value of reflective 
writing as a tool for empowerment in the pursuit of wellbeing.  Many other researchers 
concurred with Wegner et al. (2017), suggesting that reflective writing is an authentic or personal 
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voice in writing.  The learning occurred through firsthand experiences, rather than through 
traditional lectures (Harvey, Coulson, & McMaugh, 2016; Hwang, 2011; Murphy, 2014).        
Learning to write well is necessary to prepare students for professional endeavors such as 
continuing education and career development (Kheng and Sethela, 2015).  While high school 
prepares students to write fluently and effectively, the writing proficiency level of students 
entering their first year in college or university may indicate low performance in writing 
assessments (National Assessment of Educational Progress, 2017).  Most higher education 
students must demonstrate mastery of writing composition to meet the needs of course 
disciplines within their first year at a university (Combs, 2016).  Professors generally train 
students to write in different styles of essays and activities (Williamson, 2015).  However, if 
students are not motivated to learn continuously, many problems may arise in the area of written 
expression efficacy (Murphy, 2014; Williamson, 2015).  The experiences of students’ learning 
difficulties may lead to remedial enrollment, insufficient comprehension, or course retentions 
(National Assessment of Educational Progress, 2017).   
 According to Williamson (2015), who completed a qualitative study to describe how the 
components of the writing process effected student participants in an English course, suggested 
that the process of writing should include process-based curriculum such as invention work. 
Invention work can be defined as a stage that consisted of activities that writers do before putting 
words on paper.  These activities can be used as different strategies for outlines, research, and 
reflective thinking (Williamson, 2015).  In Williamson’s (2015) study, students engaged in goal-
setting through reflective writing.  The students described a starting point, wrote a plan to meet 
their goals, and evaluated their success in meeting their goals.  Williamson (2015) concluded 
after the study that the process of reflective writing provided a rich opportunity for students to 
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see their growth resulting from their experiences.  Williamson (2015) and other researchers 
emphasized that writers think before they write and reconstruct their writing piece before they 
feel it is complete.  Furthermore, thinking critically can enhance the ability to self-examine 
personal improvement (Carter, Creedy, & Sidebotham, 2017; Odom, Shehane, Moore, & 
McKim, 2014). 
The Process of Reflective Writing  
Writing is a discovery process carried out by students simultaneously evaluating and 
making sense of their thoughts.  Reflective writing help students to explain or clarify complex 
views or arguments (Keller-Dupree & van der Hagen, 2015; Laqaei & Mall-Amiri, 2015; 
Thomas, 2017).  Students usually have challenges with writing what they are thinking in the 
form of a reflection, but if practiced, students write to encapsulate learning in a much more 
meaningful manner (Kheng & Sethela, 2015).  Learning improvements do not transpire without 
understanding the process of reflective writing.  The process of reflective writing involves both 
internal and external processing (Tai, Ajjawi, Boud, Dawson, & Panadero, 2018).  Through the 
internal process, feelings of perceptions are brought up in an individual and are perceived 
immediately.  The perceptions are interpreted through internalization and acted out in 
externalization through an individual’s behavior (Sackett, Lawson, & Burge, 2012; Salas, 
Radovic, & Turnbull, 2012; Wegner et al., 2017).   
 Reflective writing attributes an important role of the learning process by involving 
feelings and emotions (Fullana et al., 2016).  The four basic emotions used to recall events or 
experiences are fear, anger, joy, and sadness (Salas et al., 2012).  Experiences becomes concrete, 
and final impressions are solidified through thoughts and emotions.  Emotions become evident 
when an individual acts or reacts through nonverbal, verbal, or written communication.   
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Constructing an Experience 
Increasing understanding of the reflective writing process is essential for helping students 
succeed in their learning development (Kinsella, Phelan, Park Lala, & Mom, 2015; Sala-Bubaré 
& Castelló, 2018).  Constructing an experience is the beginning point in the reflective writing 
process by organizing thoughts, expressing perceptions, and describing meaningful experiences.  
Figure 1 displays the flow of a successful outcome of the reflective writing process.  The key to 
describing an experience or event is asking questions that start with what, who, when, and where.  
Boud et al. (1985) agreed with Dewey (1933) that experience alone was not the key to learning.  
In addition to describing experiences using students’ five senses (seeing, smelling, hearing, 
tasting, and touching), Boud et al. (1985) suggested that students’ descriptions of an experience 
were fully realized by integrating their feelings about the experiences into their descriptions.  In 
colleges and universities, expressing feelings through academic writing is an element that may be 
frequently ignored (Jonas, Abbott, & Boyd, 2013; Karimi, Haghani, Yamani, & Kalyani, 2017).  
However, Boud et al. (1985) believed that, when students integrated their feelings into their 
experiences, reflective writing promoted awareness in students and prompted them to take 
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                                                                                                                        Outcome 
                     Identify                       
                    Feelings 
  
  Describe an 
  Experience  
 
  
                                                                                                                          Describe 
 
Figure 1.  The flow of a three step process for reflective writing which integrate feelings into 
the expression of the reflective experience.   
 
Dewey’s (1938) Experience and Education described experience as an “organic 
connection” (p. 25) between education and personal experience.  Dewey believed that 
progressive education involved learning from experience while traditional education focused on 
content area knowledge and cultural heritage.  Students could construct substanial meaning from 
their experiences and increase the development of higher order thinking skills.  Guce (2017) 
stated that reflecting on an experience was a repetitive process that provided a guide for creating 
or building new experiences.    
Kolb (1984) suggested that the process of reflective writing demonstrated that knowledge 
was “the combination of grasping experiences and transforming it” to new experiences (p. 41).  
The four major learning styles of Kolb’s (1984) experiential learning are concrete experience, 
reflective observation, abstract conceptualization, and active experimentation.  Dedicated to 
studying experiential learning, Kolb updated his theory in 2005 to include a recursive process 
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Cruickshank, 2015).  He emphasized that experiential learning came from the perspective that 
learning was best conceived as a continuous process grounded in personal experiences.  
Therefore, learning in this sense is an active, self-directed process that can be applied in 
everyday life experiences to create conceptualizations and develop generalizations.   
Several studies revealed how participants constructed experiences during the reflective 
process (Donges, 2015; Fryer, 2013; Fullana et al., 2016; Kheng & Sethela, 2015; Kolb, 1984).  
One way was making students feel comfortable by creating a connection to the background 
setting and promoting engagement and active learning.  Boud et al.’s (1985) belief in integrating 
feelings with experiences involved incorporating past experiences into current knowledge 
structures and required three steps to be taken by the student.  The student should first recall the 
experience objectively without any judgment.  Second, the student should identify feelings 
associated with the experience.  Finally, the student should reevaluate their experiences.  The 
focus of Boud et al.’s (1993) research was to draw upon learners’ prior experiences and provide 
opportunities for them to be actively engaged in their learning.                   
 Fryer (2013) examined reflective thinking in student teachers to investigate ways to 
improve educational programs.  He conducted phone interviews to encourage a small group of 
student teachers to provide information about their prior experiences and their expectations for 
the study.  The interviews caused the students to think about possible situations connected to 
Fryer’s research questions.  Fryer (2013) created an informal atmosphere for the reflection 
workshops in which the students felt comfortable to engage in activities and shared personal 
experiences to gain trust as a means of inspiration.  The three 30-minute reflection workshop 
sessions allowed students to think, talk, and reflect more on past experiences and future 
possibilities, leading to improved techniques and strategies for student learning.   
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 Franklin (2018), who conducted a study with a similar focus as Fryer’s (2015) study, 
completed a study to improve college education programs.  In the study, Franklin (2018) 
gathered detailed information about the participants’ experiences to examine students’ strengths, 
growth, and areas of improvement.  Using a different technique to elicit student reflection, 
Franklin (2018) asked students to engage in art-making activities to produce descriptions of 
themselves.  Participants shared numerous perspectives through their words and artwork that 
helped uncover specific examples of how they made meaning from their diversity-related 
learning experiences and professional development activities.  The student participants in both 
Fryer’s (2015) and Franklin’s (2018) studies experienced understanding of their identities and 
their interactions with others.  However, unlike Fryer’s (2015) study that included reflective 
journals, Franklin’s (2018) study included art-based reflections which allowed students to 
express themselves by reflecting more deeply than they may have been able to using only words.   
Analyze the Experience: Deep Reflective Thinking 
Reflective writing is frequently used in academic settings as part of experiential learning 
as part of experiential learning and retention-focused learning practices (Malkki & Lindblom-
Ylanne, 2012; Sanders, Van Oss & McGeary, 2016).  Analyzing experiences helps students to 
recognize and clarify the essential connections between what they already know and what they 
are learning.  Students should ask questions that start with “why” and “how” to build learning 
blocks for analyses of more complex features from which processes related to constructing, 
organizing, and edited can be inferred.  Dewey (2018) considered analyzing an experience a 
means to hunt for additional evidence.  Repeated analysis of reflective thoughts fosters students’ 
practice of self-examination and can result in improved writing performance and expression in 
students on the practice of self-examination of identifying personal strengths and weaknesses to 
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improve performance and expression.  Ghufron and Ermawati (2018) and Murphy (2014) stated 
that students’ levels of deep reflective thinking expressed creativity and predicted the critical 
thinking dispositions of mental focus and cognitive integrity.   
Consequently, the process of students’ analyzing their experiences must be represented 
by “doing” (Young, 2018, p. 2) stages, utilizing learning activities such as demonstrations, 
answering prompts, and simulations.  It is essential to note that researchers have pointed out 
some differences to the period of events in which deep reflective thinking should take place, 
whether it is relatively immediate and short term, or more extended and long term (Su, 2015).  
Despite the differences of short-term and long-term influences, higher education students’ 
academic content knowledge and personal growth are perceived as valuable (Barnes & Caprino, 
2016; Sanders, Van Oss, & McGeary, 2016).  Barnes and Caprino (2016) suggested that the 
process of reflection should result in action informed by new knowledge.  In Barnes and 
Caprino’s study, the participants completed written reflections which were gathered and 
analyzed to examine the experiences of college students during a service-learning course.  
Barnes and Caprino (2016) collected students’ reflections, which included field notes, 
interviews, and written reflections, at the semester’s end.  The eight participants were 
undergraduate students from the freshman, sophomore, and junior classes.  Four students 
completed ongoing reflections throughout the semester, and four students completed a 
summative reflective essay at the semester’s end.  After Barnes and Caprino (2016) collected 
data from all eight undergraduate students, findings indicated that to further students’ academic 
content knowledge and critical understanding, students’ reflections should direct them toward 
considerations of learning in an academic course over a period of time.  However, despite the 
findings, Barnes and Caprino (2016) believed that explicit teaching of the reflective process was 
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necessary to help students prepare critical reflections addressing both academic and personal 
learning goals.  In order to ask students to reflect on their perceived progress during an academic 
course, the students’ experiences should be analyzed paradigmatically and practically (Barnes & 
Caprino, 2016; Fullana et al., 2016; Lindroth, 2015; Ross, 2014).        
Evaluate the Experience 
At the final stage of the reflective writing process, students draw conclusions and create 
new knowledge through generalizations and apply reflective writing through active 
experimentation (Kolb, 1984; Lamm et al., 2011).  Dewey (1933) noted that a person who is not 
sufficiently critical could reach a hasty conclusion without examining all the possibilities.  To 
understand the process of reflective writing, many have used different learning styles to identify, 
capture, and evaluate experiences to expand on learning (Annamalai & Jaganathan, 2017; Barnes 
& Caprino, 2016; Boud et al., 1985; Dewey, 1933; Kolb, 1984; Schon, 1983; Shadiow, 2013).        
Neil, Cropley, Wilson, and Faull (2013) referred to reflective practice or writing as an 
integral aspect of applied psychology practices.  Psychology practices provide scientific evidence 
of the strengths and weaknesses that enable individuals to thrive for success (Dixon, Lee, & 
Ghaye, 2016).  Dewey (1933), who created reflective practices, as stated prior in this chapter, 
also considered reflective practices to be psychological in nature.  Reflective writing is used as a 
mediator between an individual’s performance, contextual factors, and personal characteristics 
(Ryan, 2011).  Neil et al. (2013), who shared the same belief, conducted a study that included an 
individual baseball athlete and his team to examine the value of reflective practices to seek 
improvement in self-efficacy in athletic performance levels.  Neil et al.’s (2013) study included 
reflective practice interventions and written reflections.  The intervention consisted of a 
combination of education on reflective learning, guided and unguided written reflections, and 
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weekly interviews.  Research has indicated that, when individuals are educated on the purpose of 
reflective practices, reflective learners are more likely to engage more explicitly in describing 
experiences (Amicucci, 2011; Annamalai & Jaganathan, 2017; Bertolini et al., 2010).   
  As a result of Neil et al.’s (2013) study, the athlete who originally had low confidence 
and performance, later described the experience with the reflective intervention as improving his 
self-confidence, performance, and the ability to reflect within future performances.  Also, the 
process increased the team’s perception of ownership and control over goal achievement.  The 
individual athlete explained the reflective process by stating: 
I now feel confident to be able to bat for longer periods. Because of reflection, I know 
 what I have to do to focus on each ball at a time. I know how to watch each ball.  The 
 only thing that matters to me is the next ball, and that (reflective technique) allowed 
 me to focus in on that ball coming down as opposed to being wider in my view. (Neil et 
 al., 2013, p. 47) 
Both the individual athlete and the team participants believed that the reflective practices 
in Neil et al.’s (2013) study led to a positive change from the impact on self, context, and 
environment, which was reported to have an impact on the overall team performance.  The 
individual and team participants’ performance levels were impacted by the development of 
mental qualities associated with self-awareness, determination, confidence, and common focus 
(tactical understanding).           
Allowing students to experiment with their own writing enhances the students’ 
motivation to achieve academic writing using reflective writing practices (Cheung, 2018).  
Cheung (2018) suggested allowing students to evaluate their thoughts and feelings in reflections 
in both out-class reflections and in-class reflections.  According to Chaumba (2015), time 
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constraints may limit the extent of questioning an alternative perspective.   The extra time a 
student may have in class and outside of class time would bring opportunity for students to 
evaluate reflections after examining their experiences.  Students may feel more comfortable to 
introduce reflective writing during regular class time if the instructor allows students to practice 
during and outside of class time.         
Large classes and time constraints are real issues in demassification of higher education 
(Ryan, 2011).  The majority of the literature asserted that effective writing requires self-
awareness, motivation, and learning strategies (Adatepe & Kul, 2018; Alsamadani, 2018; 
Bertolini et al., 2010; Duijnhouwer, Prins, & Stokking, 2012; Guess, 2014; Fullana et al., 2016; 
Shadiow, 2013).  In essence, effective writing requires instructors to prompt students to think 
reflectively regarding their learning goals.   
Promoting students in colleges and universities to examine their thoughts and emotions 
may cause students to evaluate their actions and perspectives to gain perceived value and 
attitudes in academic learning development.  The entire process of reflective writing per se may 
have somehow encouraged students in higher education to reflect on what they have learned in 
study courses and life experiences.  Furthermore, reflective writing have inspired students with 
the perception of confidence and competence through self-discovery and the expansion of one’s 
knowledge (Kheng & Sethela, 2015; Pretorius & Ford 2016).  Reflective writing is the mental 
process used to evaluate experiences through organizing thoughts and feelings to facilitate the 
development of athletic performance, education performance, and professional performance.    
The Value of Using Reflective Writing 
Reflective writing can take the form of reflective practice, reflective journaling, diaries, 
reflective thinking activities, and reflections.  Despite the different terms of reflective practices, 
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all are known as personal documents that are meant to be read by the author and a selective 
intended audiences.  Many studies support the relationship between reflective writing and 
positive perceptions and performances (Anderson, Hunt, Powell, & Dollar, 2013; Karimi et al., 
2017; Laird, Seifert, Pascarella, Mayhew, & Blaich, 2014).  Reflective writing is used to enhance 
the performance levels of individuals by engaging in physiological activities or practices.  
Emotions experienced during self-reflections have influenced future motivation and regulation 
(Moss & Bonde, 2016).  Students can experience negative or positive emotions when justifying 
their success or failure depending on their attributional style (Moss & Bonde, 2016). 
Donald Schön (1983) believed that filling up students with knowledge then sending them 
out into the world of practice was inappropriate in a fast-changing world.  Schön’s idea along 
with Boud et al. (1985), regarding integrating feelings with experience, was quickly applied to 
students, both in K-12 education and in higher education, to form reflective writing practices 
where the teachers or experts were coaches in the field to develop students’ abilities in their 
content areas.  In contrast to studies such as that of Karasu (2017) that examined grades as a 
measure of student success, Flanagan and Bouck (2015) and Baliyan and Moorad (2018) focused 
on students’ written expressions and perceptions as measures of their success.  One of the main 
aspects used to support student academic success is perceptions (Fullana et al., 2016).  Naude, 
Nel, van der Watt, and Tadi (2016) measured success in students by conducting a study to 
articulate students’ perception and competence using reflective writing to explore the 
experiences of first-year psychology students.  Although all of the students expressed feeling 
overwhelmed by the workload, the students’ took ownership of their behavior and articulated 
enthusiasm toward feelings of competence, autonomy, and relatedness by reflecting deeper 
understanding and greater control tendencies in the mechanics of writing.   
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One of the primary goals of reflective writing is to promote the growth of existing theory 
to enhance learning power.  As such, Dewey (2018) likened reflective thinking to reflective 
power, an integration of intellectual ability that encourages students to devote themselves to 
learning energetically and with self-motivation.  The assumption is that when an individual has 
reflective power, the individual will utilize more personal influences with the connection of 
written mechanics and expression.   
Reflective Writing on Perceptions   
 Some scholars demonstrated that the expansion of student knowledge in writing projects 
weighs heavily on grammar instruction, while others have focused on identifying students’ 
values, attitudes, and competent beliefs after reflective writing instruction (Anderson et al., 2013; 
Fullana et al., 2016; Gomes, 2017; Karimi et al., 2017; Listyani, 2018).  In higher education, 
academic writing plays a role in students’ professional development and the construction of 
knowledge within the disciplines (Sala-Bubaré & Castelló, 2018).  Fullana et al. (2016) extended 
the description and adds that reflective learning, or in this case reflective writing:  
Enables students to learn to cope with situations of uncertainty in their future 
 professional practice, to resolve complex situations, and not limit themselves to applying 
 preconceived formulas to develop a capacity for reflection that allows them to transform 
 particular experiences into learning. (p. 1010)   
In higher education, student perceptions have been utilized to evaluate teaching methods 
in attempts to gain insight for learning improvements (Goldberg, Brown, Mosack, & Fletcher, 
2015; Karimi et al., 2017).  Perception has been defined as the personal opinion by which a 
student chooses, organizes, and interprets information (Baliyan & Moorad, 2018).  During the 
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instructional process, new facts are brought to students’ perceptions to corroborate the idea that a 
change needs to be made.  
 The interest in perception arose in higher education from philosophers, psychologists, 
neuroscientists, educators, and others who are interested in perceptual learning.  The interest in 
the variety of perceptions within these disciplines relies on the nature of perceptual experience 
(Gomes, 2017).  Perceptual learning refers roughly to long-lasting changes in perception that 
results from practice or experience (Stanford Encyclopedia of Philosophy, 2017).  The study of 
perception starts with some contested activity or state and typically begins with some claim 
about the capacity to think in a certain way (Gomes, 2017).  The perceptions depend and differ 
from student to student, and apparently, the feedback may vary from student to student as the 
perceptions are based on their individual experiences with reflective learning.     
Within the development of an instructional method that embeds reflection into content 
area learning activities, such as science, educators have a pedagogical foundation that encourages 
students to become autonomous, reflective, and socially responsible thinkers (Murphy, 2014).  
Charon and Hermann (2012) described reflective writing as a cognitive, affective, imaginative, 
and creative means to perceive and create a clear narrative of students’ own identity and self-
awareness.  Laird et al. (2014) discussed that first-year college students need to be trained in 
reflective writing theories as they transition throughout their personal and academic experiences.  
Moreover, first-year college students need to enact practices that more frequently encourage 
them to examine the strengths and weaknesses of their own views, to integrate constructive ideas 
informative perspectives, and to engage in working epistemology (Laird et al., 2014).   
Some studies provide an understanding of student perception which then offer guidance to 
students in navigating the process to their success as students.  Keller-Dupree and van der Hagen 
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(2015) conducted a study with eight midwestern university students in order to explore the 
impact of reflective journaling during a 10-day abroad experience in Belize.  All participants 
stated having perceptions of empowerment by expressing their thoughts and feelings through 
their experience.  While Keller-Dupree and van der Hagen’s (2015) study resulted in participants 
reporting high levels of creativity and expression, only 5% of participants in O’Connel, Dyment, 
and Smith’s (2015) study reported experiencing high levels of creativity and practical 
understanding as a result of reflective journaling practices. 
Unlike in Keller-Dupree and van der Hagen’s (2015) study in which the teacher 
participant provided a clear explanation of the process of deep reflection to the student 
participants, O’Connell et al.’s (2015) study only included a one-hour direct instruction of the 
deep reflection process.  The lack of instruction may have been to blame for more than half of 
the participants not focusing on the value of experience. Additionally, the participants in 
O’Connell et al.’s (2015) study completed their reflective journals only one night before the due 
date. 
In essence, reflective writing can be explained as a process that gives individuals an 
opportunity to (1) consider their thoughts, feelings, and behaviors surrounding past events and 
(2) to identify different and better ways to respond in the future.  Undergraduate students may be 
familiar with assignments that involve reflective writing, but they may not realize the power of 
reflective writing and how it may enhance their academic writing.  Additionally, if students learn 
to reflect, they can transfer these skills to practical applications in the real world, regardless of 
their field or discipline.  Students who benefit from reflective writing as undergraduate students 
continue to benefit later in their professional careers (Karimi et al., 2017).   
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Pretorius and Ford (2016) suggested that reflective practice was a convergence of four 
theories: (1) to help identify educational needs; (2) to understand one’s personal beliefs, 
attitudes, and values in the context of professional practice; (3) to continually build knowledge 
which leads to a better understanding; (4) and to help professionals become more self-aware 
(Pretorius, 2016).  Barnes and Caprino’s (2016) discussion agreed with Pretorius and Ford’s 
(2016) four theories and conceptualized through reflective writing that students assume personal 
responsibility for their education and develop as active learners who simultaneously think and 
act.       
 First year prerequisites, such as English Composition courses, are necessary to prepare 
students for success in the college environment. Therefore, including reflective writing in these 
prerequisite courses may shape college students’ overall learning experiences.  Reflective writing 
provides students with greater individual responsibility and awareness of their cognitive process 
as well as improved perceptive learning throughout their college experience.  Litterio (2018) 
conducted a study to examine college student participants’ perception in a first-year English 101 
writing course.  Although Litterio’s (2018) study did not use reflective writing as the treatment 
variable, the study did explore the perception of student outcome in an online writing course and 
whether the students met the course requirements.  Litterio’s (2018) study emphasized the 
importance of student perceptions and the outcomes of the students’ written reflections. 
 The online writing course used in Litterio’s (2018) study was piloted for 15 weeks.  
Litterio’s (2018) study included 20 student participants who completed surveys and reflective 
writing assignments at the mid-semester and end-semester of the course.  Surveys were designed 
as measures to prevent bias and assess proficiencies.  The results at the end of the semester were 
compared to the mid-semester and indicated positive results, showing that students were able to 
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write more extensively about their perceptions.  One student participant wrote, “I absorbed very 
well developing rhetorical awareness by understanding how to analyze the purpose and audience 
for specific writing situations and use this analysis to guide our writing and reading” (Litterio, 
2018, p. 8).  Students also expressed the perception that writing is a valued skill necessary for 
future professions and identified areas of improvement among different genres of writing. 
The written reflections from the online course in Litterio’s (2018) study influenced 
students to be aware of their own writing by writing their thoughts and carefully reading and 
examining texts.  Anderson et al. (2013) and Ratminingsih, Marhaeni, and Vigayanti (2018) 
focused on similar suggestions in their studies by suggesting that students who are encouraged to 
learn through reading, writing, discussions, and reflections experience better writing-related 
outcomes and remain transparent in their experiences.  The studies conducted by Litterio (2018), 
Anderson et al. (2013), Kruglanski, Chernikova, and Jasko (2016) corroborated that students 
generally perceived themselves to have learned reading, thinking, and writing skills and have a 
better sense of purpose, motivation, clarity, and connection to course objectives as a result of 
reflective writing. 
 Although there is increasing evidence that supports the use of reflective writing to 
enhance meaningful engagement in higher education, limited evidence exists on how the 
dynamics of reflective writing empower students to achieve, specifically in pre-/post-reflective 
writing instruction.  However, studies have highlighted the benefits and challenges of reflective 
writing and linked self-confidence to personal empowerment (Dolphin, 2013; Green & Batool, 
2017; van Wyk, 2017; Ziomek-Daigle, 2017).  Research has shown that reflective writing may 
affect student self-discipline and self-confidence, leading to positive attitudes regarding learning 
in writing courses and other future learning experiences (Cheung, 2018).  Furthermore, reflective 
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writing can allow students to examine a negative experience and reframe it into a positive 
experience (Dolphin, 2013). 
Fullana et al. (2016) understood the concept that student perception is an important 
dynamic of student behavior and may differ based on the influences of mental processes from 
various study backgrounds.  Fullana et al. (2016) conducted a one-year study that consisted of 
undergraduate students who registered in four different degree courses: nursing, environmental 
sciences, psychology, and social education.  The students in the four undergraduate degree 
courses were separated into four focus groups.  Fullana et al. (2016) used audio and video to 
determine students’ perceptions of participating in reflective learning.  As described in the 
literature, reflective learning can be fostered through various strategies such as diaries, journals, 
videos, logs, and written assignments.  The researchers found that the perceptions of all four 
focus groups were marked as positive and valued similarly by students in different academic 
backgrounds.  The research results agreed with other reflective studies involving students in 
various academic backgrounds that demonstrated that reflective learning improved self-
awareness and the ability to identify learning aspects towards better performances.  (Adatepe & 
Kul, 2018; Guess, 2014; Kennison, 2012; Lucas & Tan, 2013; Naber & Wyatt, 2014).   
Van Wyk’s (2017) and Zekı’s (2012) studies asserted that reflective processes help 
students develop confidence which promotes students’ self-direction in writing.  Having 
confidence help students become motivated and empowered to enhance personal growth and 
professional learning of academics as practitioners (Zeki & Kuter, 2018).  Dolphin (2013) 
contested that empowerment fosters students’ self-directed learning by providing evidence of 
achievement in improving their own decisions.  Some practitioners may dismiss the purpose of 
reflective writing because they may find it irrelevant to evaluate, only focusing on thinking about 
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their experiences rather than analyzing their thoughts of experiences through emotion.  Thus, 
students who engage in authentic reflective practices, such as reflective writing, are more likely 
to have a positive impact on solving complex decisions as a result of increasingly rethinking 
their actions for self-improvement gains (Coleman & Willis, 2015; Culbertson, 2013; Pretorius 
& Ford, 2016; Sanacore, 2013). 
Reflective Writing in Learning Performances   
 Student perceptions of reflective writing influence student competency in written 
expression efficacies.  Competence refers to skills dealing with the action of development of 
training and practice, obtaining theories and facts, and expressing these through what people 
think, do, and feel (Ratminingsih et al., 2018).  In other words, positive perceptions link to 
positive performances.  Reflective writing is one method of assessment which can be used to 
assess competence.  Researchers have suggested that writing deepens self-reflection and 
encourages students to focus on academic achievement (Ziomek-Daigle, 2017).  Ratminingsih et 
al. (2018) described reflective writing as a self-assessment strategy that improves students’ 
writing performances when their perceptions of independence and writing competence are at 
high levels.  Not only do students improve their writing skills through reflective writing, but they 
can also build their self-confidence as writers and attract a wider audience (Cheung, 2018).  
Reflective writing helps students gain a stronger sense of analysis and interpretation of the topics 
they write about academically (Alsamadani, 2018).   
 Undergraduate students may have challenges staying within the required word limit in 
academic assignments, but by using reflective writing strategies, students may be motivated to 
propel past discouraging challenges.  According to Murphy (2014), reflective writing enables 
effective problem solving to take place and improves the effectiveness of learning by developing 
 46  
 
the ability to cope with contradictions, paradoxes, and dilemmas.  Considering that writing can 
reinforce and improve grammar, vocabulary, and other language skills, reflective writing can be 
viewed as an essential element in students’ academic success.  When students lack skills in these 
areas, their writing may be unsatisfactory in multiple ways–from poor grammar and syntax to 
unclear organization and weak arguments (Karasu, 2017; Pineteh, 2014; Ratminingsih et al., 
2018).  
Reflective writing activities have been regarded as a key element in student performance 
and professional practice in higher education (Boud et al., 1985).  Alsamadani (2018) expanded 
by stating reflective writing activities play a considerable role in improving dialogue and social 
networking.  Alsamadani’s (2018) research demonstrated that writing blogs helped students 
develop their writing performances in non-traditional ways, which added significant value to 
writing pedagogy and methodology.  According to Murphy (2014), students who develop a 
broad set of in-demand competencies may have a more significant advantage in their future work 
and life.  Reflective writing can be used as a self-assessment to evaluate student learning gains 
and prevent the illusion of competence (Hoffman, 2014).  Without self-evaluations through 
reflective writing, students often overestimate how well they understand the content (Zeki & 
Kuter, 2018).      
 Clinton (2018) conducted a study using a quasi-experimental design to determine if 
reflective learning was more effective than longer course quizzes for 218 psychology students.  
The method included two different courses:  one in which students engaged in short quizzes on a 
weekly basis followed by a brief reflective assignment and a second in which students engaged 
in extended and longer quizzes without a reflective assignment.  The lectures and exams were the 
same in both courses.  For the course in the quiz-and-reflection condition, student participants 
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completed a 5-item, multiple-choice quiz weekly followed by a reflection.  For the course in the 
extended quizzing condition, students completed a 10-item (5 of the items were the same as in 
the quiz-and-reflection condition), multiple-choice quiz weekly.  Though some instructors 
believed that reflective writing would demonstrate less depth and sophistication of knowledge, 
the results of the study showed that reflective writing was as valid as more traditional 
assessments.  Although the results of Clinton’s (2015) study indicated similar scores on learning 
and self-regulation measures, the findings provided knowledge that quizzes and reflective 
writing appear to be equally effective to course competencies.    
 Using Boud et al.’s (1985) theory that emotions or feelings should be integrated with the 
reflections, Rushton and Duggan (2013) conducted a study to research the learning performances 
of students from diverse cultural backgrounds.  Rushton and Duggan’s (2013) study investigated 
whether culture had an impact on the ability to engage with and succeed in reflective writing.  
The 160 participants were business college students from 26 countries in Africa, Europe, and 
Asia.  The student participants engaged in two reflective writing assignments through formative 
(learning logs) and summative (self-evaluations) coursework.  Common themes emerged from 
questionnaire returns and focus group discussions such as culture, previous experience, language, 
communication, and preparation.  The discussions focused on the participants’ understanding the 
purpose of reflective writing, the perceptions of the value of reflective writing, and the difficulty 
of reflective writing.  After a twelve-month observation, the findings were that students from all 
cultures experienced degrees of difficulty in reflective writing.  Rushton and Duggan (2013) 
suggested that in order for students to better understand the value of reflective writing, 
workshops that include theoretical and practical learning should be offered by an instructor.   
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 Rushton and Duggan (2013) study had many insights and issues.  Although some 
students were engaged enthusiastically with the reflective activities, others were hampered by 
language and communication barriers which caused them frustration in demonstrating the full 
depth of their understanding or true ability.  Ninety percent of the students in the study did not 
speak English as their first language, and language was introduced to reflective writing for the 
first time during the study.  One student stated, “I have done one other piece of reflective work 
but I did not get a good mark for it so wasn’t looking forward to writing this” (Rushton & 
Duggan, 2013, p. 959).  A need to teach reflective writing to the student participants was 
recommended to enable effective engagement.    
  Other researchers have referred to reflective writing as being therapeutic and self-
regulating, but there is limited research that has explored influences on written expression 
efficacy (Evans, 2013; Naber & Wyatt, 2014; Naude, 2016; Ziomek-Daigle, 2017).  While 
written expression requires freedom to release one’s thoughts and emotion, it also requires the 
ability to organize thoughts in written form by having the ability to complete sentences, connect 
paragraphs, support details, and organize structure.  Written expression provides students with an 
authentic medium to express themselves, communicate ideas, explain concepts, and synthesize 
their understanding of an array of topics or complexity (Flanagan & Bouck, 2015).  Written 
expression is one skill that continues to remain in statewide assessments to obtain education and 
career goals, such as the Florida Standards Assessment (FSA), Scholastic Achievement Test 
(SAT), and the General Knowledge Test (GKT).  According to the Florida Department of 
Education (2018), in 2017, 71% of first-time examinees passed the written subtest, and 64% 
passed the language skills on the GKT.  These pass rates are 25% lower than those from 2014, 
indicating that students in higher education need to develop a deeper sense of written expression 
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efficacy through reflective writing in order to strengthen their perceptions and competence.  The 
decline of passing scores resulted from the GKT revising in 2015, making the test tougher for 
examinees to pass.  Competence focuses on efficacy and refers to one's pursuits and mastery of 
experiences (Naude et al., 2016). 
     Ottenberg, Pasalic, and Pawlina (2016) conducted a research study of 319 first-year 
medical students to examine the correlation between reflective writing and student academic 
achievement assessment scores.  The researchers included other variables such as gender, 
residency choice, and reflective word count.  The female students and those pursuing medical 
specialties tended to have more capacity for reflection.  According to Alhija (2017), these results 
are expected because females appear to act importantly on specific traits, such as reflective 
expression, while males act importantly on other traits.  This difference may cause females to 
reflect more openly than males.  Also, the other students who were enrolled in medical 
specialties may have resulted in more reflective capacity because they chose to perform critically 
(O’Connell et al., 2015).   
 Despite the findings from Ottenberg, Pasalic, and Pawlina (2016) which suggested that 
there were no likely correlations between reflective writing and academic performance on 
achievement tests, Tsingos-Lucas, Bosnic-Anticevich, Schneider, and Smith (2017), who 
conducted a study with 264 pharmaceutical students, found that reflective writing was a predictor 
of academic performance in written examinations and oral assessments.  Tsingos-Lucas et al. 
(2017) also suggested that developing reflecting writing skills in undergraduate students may be 
associated with improved academic performance.  Both Ottenberg et al. (2016) and Tsingos-
Lucas et al. (2017) asserted that more resources are necessary to help students with low reflective 
capacity.  
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Reflective Writing on Perceived Sense of Control  
Writing is a form of creativity and allows individuals to express their thoughts and 
experiences non-verbally (Ziomek-Daigle, 2017).  As mentioned in the literature, reflective 
writing is the expression of the mental process of reflection on paper (Wegner et al., 2017).  
Reflective writing enables students to participate in creative, unusual, powerful, or moving 
learning experiences.  Wegner et al. (2017) highlighted that reflective writing contributes 
freedom of expression to the opportunity to express one’s opinion and developmental needs.   
Ratminingsih, Marhaeni, and Vigayanti (2018) contested that, after students foster their 
growth, students become more independent, responsible, and conscious of taking ownership or 
control toward their own learning.   When students have true understanding of the purpose of 
reflective writing, their skills are developed alongside with greater confidence, increased 
motivation, and enhanced self-esteem to express their thoughts, feelings, and knowledge gained 
with their audience without fear of being judged (Coleman & Willis, 2015; Escorcia et al., 2017; 
Green & Batool, 2017; Kurt & Kurt, 2017; Yoder, 2017). 
 Some studies support the essence of enabling students to have control of their expression 
(Kurt & Kurt, 2017; Rominger, Reitinger, Seyfried, Schneckenleitner, & Fink, 2017; Thomas, 
2017).  Coleman and Willis (2015) suggested that reflective writing allowed students to take 
ownership of their educational learning and research.  Coleman and Willis (2015) conducted a 
study to express students’ perceptions of reflective writing and poetry writing by exploring two 
focus groups in an undergraduate nursing program.  Coleman and Willis’ (2015) qualitative 
study disclosed perceived barriers in reflective writing.  The researchers concluded that, while 
poetry writing was viewed as most creative and expressive, reflective writing was viewed as a 
valuable exercise that encouraged independent learning and on-going professional development.   
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While, in Coleman and Willis’ (2015) study, students described their experiences writing 
poetry as liberating and pleasurable, there were many reasons why the students were not 
influenced to write more positive statements in related to reflective writing.  Some limitations 
included time constraints, fear of being judged, and predetermined models.  Using the reflective 
writing model in the study, the process of the written reflection caused students to feel a lack of 
control by not giving choices to determine the model of reflection themselves.  Nevertheless, 
students were able to recognize that the benefits or value of reflective writing were not fully 
addressed, thereby causing them to have a less positive impact experience on reflective writing.  
Whether or not students favored the use of reflective writing or poetry writing, both underlined 
that the actual act of writing stimulated more self-directed learning than otherwise would not 
have taken place before the study.    
Reflective writing allows students to reconnect with memories and express feelings that 
they experience, making it easier to write about a specific event (Pithouse-Morgan, Khau, 
Masinga, & de Ruit, 2012).  The power to express reflectively have been used as an intervention 
to assist individuals in releasing emotional thoughts, offering new insight or perspective, and 
reframing or re-authoring events creatively and constructively (Ziomek-Daigle, 2017).  
Culbertson (2013) had a similar stance and defined reflection as the process of learning from 
experiences that are under the learner’s control (p. 25).  Likewise, in a study from Kinsella, 
Phelan, Park Lala, and Mom (2015), a participant shared that reflective writing leads to “taking 
responsibility for your own actions and if you are doing that, you are more likely to be ethical” 
(p. 788).  
A study from Guess (2014) explored learning theories connected with reflective writing 
and their usefulness.  Unlike the majority of studies associated with reflective writing in students 
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in fields such as psychology, nursing, dentistry, and education, Guess (2014) conducted a study 
on accounting students.  As the instructor in the study commented, “accounting is not a subject 
that is touchy-feely” (Guess, 2014, p. 112).  Surprisingly, the researchers found that accounting 
students were able to express themselves freely after practicing reflective writing.  The students’ 
reflections allowed them to analyze and reflect on actions from a more objective viewpoint.  The 
freedom to express truthfully and autonomously caused them to reflect on experiences that 
generated both painful and cleansing memories and, at the same time, helped them reason 
through the decisions they should have made, administering improvement on both their 
educational and professional careers.  The therapeutic experience agreed with Wegner et al.’s 
(2017) suggestion that reflective writing allows students to express themselves freely without 
criticism when reflections are contributed with honesty.   
In the final results of Guess’(2014) study, the students expressed emotions during the 
reflective writing experience and that having control of their expressions made them face the 
reality of the facts, which in written form is sealed as permanent and undeniable truth (Guess, 
2014).  In both Guess’ (2014) and Wegner et al.’s (2017) studies, it was the students’ first time 
experiencing reflective writing.  As a result, once the actual process of writing began and 
students felt confident in their competence, they were surprised how easy and comfortable it was 
to engage in written expression.  Overall, the student participants in both studies described 
feelings of self-worth, motivation, and personal self-efficacy.     
Chapter Summary 
Several researchers have identified the need to teach thoroughly the skill and process of 
reflective writing to promote better writing strategies and greater perceptions in written 
expression among students (Keller-Dupree & van der Hagen, 2015; Neil, Cropley, Wilson, & 
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Faull, 2013; Van Wyk, 2017; and Vassilaki, 2017).  This chapter provided a literature review 
relevant to the description of reflective writing, its process, and the impact of what reflective 
writing may generate to students, specifically targeting undergraduate students.  The purpose of 
the study was to determine the degree of impact in reflective writing instruction upon study 
participant perceptions of confidence and competence in the area of written expression efficacy.  
Chapter Two began with a review of the concept of reflection.  Historical theories from Dewey 
(1933), Schön (1983), and Boud et al. (1985) guided the foundation of the study.  A conceptual 
figure was presented to display the process of reflective writing.  Related factors were 
established to stress the importance of reflective writing as it relates to the various background of 
studies to promote the enhancement of student-written expression efficacy.  Studies were 
discussed to support student perceptions associated with reflective practices, such as reflective 
writing and other types of self-regulated strategies.  Chapter III providse a description of the 
methodology used in this research study.








The aim of the study was to determine the degree of impact using reflective writing 
instruction upon study participants’ perceptions of written expression efficacy.  Chapter III of the 
study features the procedures and data analysis used in a quantitative, quasi-experimental study 
of the perceived centrality of instructional programming in the area of reflective writing among 
undergraduate students at a small, four-year, private university located in the state of Florida.  
All participants received the same treatment variable (instruction) during the course of the study.     
Control groups were not used in the study to ensure that participant perceptions were not 
influenced by different extraneous variables such as health, mood, or prior academic knowledge.  
According to Ji, DuBois, Flay, and Brechling (2008), research using control groups is open for 
errors because control groups are reluctant to participate and more likely to withdraw from the 
study.  In addition, not using control groups in the present study prevented the researcher from 
selecting arbitrarily (Ji et al., 2008).   
 Study participants’ perceptions were assessed in a repeated measures, pre-test/post-test 
manner.  The treatment variable was the reflective writing instructional programming that was 
implemented after the baseline (pre-test) measures of performance and perception were 
evaluated.  The quantitative data were collected using survey research to test hypotheses about 
the participants’ perceptions of the degree of impact using reflective writing instruction.  Survey 
data were collected by asking participants a set of questions administered through Qualtrics 
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which included demographics and perceptions of confidence and competence in the area of 
written expression. 
 Included in Chapter III are a description of the study’s design, sample, procedures, 
instrumentation, data collection, research questions, and the analysis employed for each of the 
respective research questions posed.  Prior studies conducted by Fullana et al. (2016) and Keller-
Dupree and van der Hagen (2015) focused on reflective writing in a qualitative analysis 
approach, while the current study focused upon determining the degree of impact using reflective 
writing instruction in a quantitative analysis approach.   
Description of Methodology 
Research Design 
 The study was considered a quasi-experimental design, within-subjects, repeated 
measures research design (pre-test/post-test).  Three distinct phases defined the study’s 
procedures.  The intervention treatment variable was the reflective writing instruction program.  
The study’s quantitative data were collected using a researcher-designed survey instrument to 
address the study’s research questions and hypotheses.   
Sample Selection/Participants 
The target population for the study included participants who were primarily sports 
management majors at a small private university located in the state of Florida.  A total of 
31students enrolled in the university’s sports management, kinesiology, and exercise science 
programs represented the study’s participant sample.  A non-probability sampling technique was 
used to procure the study’s sample.  Specifically, the sampling techniques were convenient and 
purposive by definition.    
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Procedures 
   The study was conducted through a quasi-experimental, within-subjects, repeated 
measures research design (pre-test/post-test).  There were three study design phases: 
administration of pre-test survey of the participants’ perceptions; implementation of instructional 
programming of reflective writing; and the administration of a post-test survey to the study 
participants.  Prior to the study’s implementation, the instructor assigned an informal reflective 
writing assignment which involved a reflective writing prompt asking students to reflect on their 
writing experiences in the course and future expectations of the course.  The intervention 
variable, instructional programming, was then implemented specifically as the study’s 
intervention treatment variable.     
 In the first phase of the study, the research instrument (survey) was administered to study 
participants.  A brief introduction focused upon the accurate disclosure of study information and 
procedures was provided.  A syllabus and course outline were provided to the students, both of 
which guided the implementation of the study’s intervention or treatment variable.     
 In the second phase of the study, the intervention variable, instructional programming in 
the area of reflective writing, was implemented for a five-day period over the course of two 
weeks.  Each course session lasted for 45 to 50 minutes.  The reflective writing instructional 
program involved an instructional presentation, an informal reflective written assignment guided 
by writing prompts, and activities conducted in individual and small group formats.        
  In the third phase at the completion of the intervention phase of the study (instructional 
programming), study participants were asked to complete the post-test survey.  All 31 student 
participants agreed to volunteer to participate in the post-test survey.  A total of 31 student 
participants participated in the post-test survey.           
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Instrumentation 
Undergraduate students at a four-year private university in Florida were invited to 
complete a pre-test/post-test survey hosted on a survey platform known as Qualtrics.  Qualtrics is 
a web-based survey tool that allows users to conduct survey research by building survey 
instruments, collecting data, and analyzing data for research purposes.  The survey instrument 
included questions related to participant demographic information and perceptions of their 
writing abilities in confidence and competence in the area of written expression efficacy.        
  The judgment phase of the establishment of the research instrument’s (survey) content 
validity was executed through an a priori content analysis of writing themes associated with 
effectual written expression.  The study’s enlisted SMEs indicated which themes were included 
in the research instrument.  The accepted themes formed the basis of the survey item 
development.  To support the validity of the study, the researcher included eleven questions that 
focused on the participants’ perceptions and three questions which focused on the demographics 
such as gender, the program of study, and undergraduate academic year attended (freshmen, 
sophomore, etc.).  The final question on the survey asked students to rate their overall sense of 
control in a writing project to measure students’ sense of personal awareness in learning 
development.  The research instrument was a 14-item Likert-type survey utilizing a 5-point scale 
(Appendix A).  The survey instrument comprised of items ranging from Strongly Disagree (1) to 
Strongly Agree (5).  Posteriori validation of the research instrument was conducted using 
Cronbach’s alpha (a). 
Data Collection 
The study began two weeks after the study’s approval from the Institutional Review 
Board (IRB) was received.  The pre-test surveys were sent out electronically through emails with 
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a link to the participants, which included informed consent and contact information from the 
researcher and Principal Investigator (PI).  The online pre-test survey was deactivated one day 
before the reflective writing instructional programming began.  The post-test surveys were sent 
out in the same manner as the pre-test survey (electronically).  The online post-test survey was 
deactivated 10 days after the instructional programming was completed.  The subsequent study 
data were collected, compiled, and exported into a spreadsheet format in preparation for the 
analytic process.   
Research Questions and Hypotheses 
In order to address the study’s research problem, the following research questions and 
hypothesis were proposed. 
Research Questions 
1.  To what degree of impact does reflective writing instruction improve study 
participant perceptions of confidence in the area of written expression? 
2. To what degree of impact does reflective writing instruction improve study 
participant perceptions of competence in the area of written expression? 
3.  To what degree of impact does reflective writing instruction improve study 
participant perceptions of sense of control in the area of written expression? 
4.  Considering the domains of written expression identified for study purposes, 
which domain was most impacted by the targeted instruction in written expression in 
the area of participant-perceived confidence in written expression? 
5.  Considering the domains of written expression identified for study purposes, 
which main was most impacted by the targeted instruction in written expression in the 
area of participant-perceived competence in written expression? 
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6.  Was there a predictive and associative effect for participant-perceived sense of 
control in written expression upon perceived confidence and competence in written 
expression? And was the predictive and associative effect greatest for participant-
perceived confidence or competence in written expression? 
Overarching Research Hypothesis      
Within the research study, it was hypothesized that undergraduate students who express 
themselves through reflective writing are more likely to have a positive perception regarding 
their abilities to improve their written expression efficacy. 
Hypotheses (Research Questions 1-3) 
Ha
1:  Targeted instructional programming in the area of written expression (reflective writing) 
will exert a statistically significant effect upon participant-perceived overall confidence in the 
area of written expression. 
Ha
2:  Target instructional programming in the area of written expression (reflective writing) will 
exert a statistically significant effect upon participant-perceived competence in the area of 
written expression.   
Ha
3:  Targeted instructional programming in the area of written expression (reflective writing) 
will exert a statistically significant effect upon participant-perceived sense of control in the area 
of written expression.   
Data Analyses 
Prior to the analysis of research questions posed in the study, preliminary analyses were 
conducted.  Specifically missing data, internal consistency (reliability) of participant response, 
and essential demographic information was assessed using both descriptive and inferential 
statistical techniques.   
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Missing data were analyzed using descriptive and inferential statistical techniques.  
Specifically, frequency counts (n) and percentages (%) were utilized for illustrative purposes.  
The randomness of missing data was assessed using Little’s MCAR test statistic.  An MCAR 
value of p > .05 was considered indicative of sufficient randomness of missing data. 
Internal reliability of participant response to the survey instrument was assessed using 
Cronbach’s alpha (a).  The statistical significance of alpha was evaluated through the application 
of an F-test.  F values of p < .05 were considered statistically significant. 
Essential demographic information was analyzed using descriptive statistical techniques.  
Specifically, frequency counts (n) and percentages (%) were utilized for illustrative purposes.  
Pre-test/post-test difference in participant perceptions scores was first evaluated for normality 
using the Shapiro-Wilk (S-W) test statistic.  S-W values of p > 0.05 were considered indicative 
of the relative normality of data distribution.     
Analyses by Research Questions  
The study’s research questions were addressed broadly using a variety of descriptive and 
inferential statistical techniques.  Frequency counts (n), measures of central tendency (mean 
scores) and variability (standard deviation) represented the primary descriptive statistical 
techniques that were used in the six research questions.   
For Research Questions One through Five, the t-test of dependent means was used to 
assess the statistical significance of participant response from the pre-test to post-test phases of 
the study.  The alpha level of p < .05 represented the threshold for statistical significance of 
finding.  Cohen’s d assessed the magnitude of effect (effect size).  Cohen’s parameters of 
interpretation of effect sizes were employed for comparative purposes. 
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Research Question Six, addressing the predictive and associative effect of participant-
perceived sense of control in written expression, was measured using two dependent variables.  
As such, the multivariate multiple regression (MMR) test statistic was employed overall effect of 
the respective independent variable upon both dependent variables.  Pillai’s trace (v) was 
interpreted as the means of assessing the statistical significance of impact exerted by participant-
perceived sense of control in written expression upon the dependent variables of confidence and 
competence in written expression.  The alpha level of p > .05 represented the threshold for 
statistical significance of finding.  Cohen’s d assessed the magnitude of effect (effect size).  
Cohen’s parameters of interpretation of effect sizes employed for comparative purposes.   
 Post hoc analyses using of univariate linear regression test statistics were employed to 
determine the predictive and associative effect exerted by the independent variable (sense of 
control in written expression) upon each dependent variable separately.  The alpha level of p < 
.05 represented the threshold for statistical significance of finding.  Cohen’s d assessed the 
magnitude of effect (effect size).  Cohen’s parameters of interpretation of effect sizes were 
employed for comparative purposes.   








The study’s research design was considered a quasi-experimental, within-subjects, 
repeated measures design featuring a pre-test-/post-test format.  Descriptive and inferential 
statistical techniques were utilized to address both preliminary analyses and analyses related to 
the study’s six formally stated research questions.  The study’s analytics, interpretations, and 
reporting of finding were conducted exclusively using IBM’s Statistical Package for the Social 
Sciences (SPSS), version 25. 
Preliminary Analyses and Findings 
 Prior to the formal address of the study’s stated research questions, preliminary analyses 
were conducted.  Specifically, findings related to missing data, essential demographic identifiers, 
and internal consistency of participant performance (reliability) were reported.   
 A total of 31 study participants comprised the study’s sample.  The original sample had 
32 participants; however, one participant was disqualified from the study due to non-
participation.  Nearly nine in 10 study participants (87.1%; n = 27) were identified as male by 
gender, with the remaining 12.9 % (n = 4) identified as female.  Slightly over two-thirds of study 
participants (67.7%; n = 21) identified as being enrolled as juniors within the university, and 
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Missing Data and Internal Consistency 
 Regarding missing data for study participant response to the research instrument, this 
study had a minimal level of missing data (n = 3; .4%).  The internal consistency of participant 
performance across all phases addressed in the study was considered very high (a ≥ .80). 
 Table 1 contains a summary of finding for the internal consistency of participant 
performance (reliability) for the pre-test, post-test, and composite of all responses to the research 
instrument. 
Table 1 
Internal Reliability of Participant Response across Study Phases 




*p < .05     ***p ≤ .001 
Analysis and Findings by Research Question 
Research Question 1:  To what degree of impact does reflective writing instruction improve 
study participant perceptions of confidence in the area of written expression? 
Using the t-test of dependent means to assess the statistical significance of participant 
perceptions from the pre-test to post-test condition of the study, a non-statistically significant 
finding (p = .20) was manifested in the mean score change of 0.23 (SD = 0.96) on the overall 
perceived confidence in written expression.  Moreover, the magnitude of treatment effect from  
the pre-test to the post-test condition of the study was considered slightly beyond small (d = .24).  
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Table 2 contains a summary of finding for the effect of the study’s treatment variable 
(reflective writing instruction) from the pre-test to the post-test condition of the study upon 
participant overall perceived confidence in written expression. 
Table 2 
Evaluating the Treatment Effect of Treatment Intervention: Participant Overall Confidence in 
Written Expression 
Study Condition n Mean SD t d 
Pre-Test 31 4.16 0.52 1.32 .24 
Post-Test 31 4.39 0.67   
 
 Ha1: Targeted instructional programming in the area of written expression 
(reflective writing) will exert a statistically significant effect upon participant-perceived 
overall confidence in the area of written expression.  In light of the non-statistically 
significant finding for Research Question One, the alternative hypothesis (Ha
1) was rejected. 
Research Question 2:  To what degree of impact does reflective writing instruction improve 
study participant perceptions of overall competence in the area of written expression? 
Using the t-test of dependent means to assess the statistical significance of participant 
perceptions from the pre-test to the post-test condition of the study, a statistically significant 
finding was manifested in the mean score change of 0.45 (SD = 1.06) regarding perceived 
competence in written expression. (p = .02).  Moreover, the magnitude of treatment effect from 
the pre-test to the post-test condition of the study was considered medium (d = .43).  
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  Table 3 contains a summary of finding for the effect of the study’s treatment variable 
(reflective writing instruction) from the pre-test to the post-test condition of the study upon 
participant-perceived competence in written expression. 
Table 3 
Evaluating the Treatment Effect of Treatment Intervention: Participant Overall Competence in 
Written Expression 
Study Condition n Mean SD t d 
Pre-Test 31 4.00 0.63 2.57* .43 
Post-Test 31 4.45 0.63   
*p = .02 
 Ha2: Targeted instructional programming in the area of written expression 
(reflective writing) will exert a statistically significant effect upon participant-perceived 
competence in the area of written expression.  In light of the statistically significant finding 
for Research Question Two, the alternative hypothesis (Ha
2) was retained. 
Research Question 3:  To what degree of impact does reflective writing instruction improve 
study participant perceptions of overall sense of control in the area of written expression? 
Using the t-test of dependent means to assess the statistical significance of participant 
perceptions from the pre-test to the post-test condition of the study, a statistically significant 
finding was manifested in the mean score change of 0.32 (SD = 0.83) on the perceived sense of 
control in written expression (p = .04).  Moreover, the magnitude of treatment effect from the 
pre-test to the post-test condition of the study was considered medium (d = .39).  
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Table 4 contains a summary of finding for the effect of the study’s treatment variable 
(reflective writing instruction) from the pre-test to the post-test condition of the study upon 
participant-perceived sense of control in written expression. 
Table 4 
Evaluating the Treatment Effect of Treatment Intervention: Participant Overall Sense of Control 
in Written Expression 
Study Condition n Mean SD t d 
Pre-Test 31 4.03 0.48 2.16* .39 
Post-Test 31 4.35 0.61   
*p = .04 
 Ha3: Targeted instructional programming in the area of written expression 
(reflective writing) will exert a statistically significant effect upon participant-perceived 
sense of control in the area of written expression.  In light of the statistically significant 
finding for Research Question Three, the alternative hypothesis (Ha
3) was retained. 
Research Question 4:  Considering the domains of written expression identified for study 
purposes, which domain was most impacted by the targeted instruction in written 
expression in the area of participant-perceived confidence in written expression? 
Using the t-test of dependent means to assess the statistical significance of participant 
perceptions from the pre-test to the post-test condition of the study in Research Question Four, 
the most statistically significant effect for targeted instruction in written expression upon 
participant confidence was manifested in the mean score change of 0.45 (SD = 0.96) within the 
domain of persuasiveness of written expression.  The magnitude of effect for persuasiveness was 
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approaching moderate at d = .47, closely followed by the magnitude of effect of d = .45 for the 
domain of mechanics of written expression. 
Table 5 contains a complete summary of finding for the impact of targeted instruction in 
written expression upon participant-perceived confidence by domain of written instruction. 
Table 5 
Impact of Targeted Instruction upon Domains of Participant Perceptions of Confidence in 
Written Expression 









29 0.24 0.87 1.49 .28 
Clear Expression of 
Thoughts 
 




31 0.45 0.96 2.62* .47 
Mechanics 31 0.45 0.99 2.53* .45 
*p < .05 
Research Question 5:  Considering the domains of written expression identified for study 
purposes, which domain was most impacted by the targeted instruction in written 
expression in the area of participant-perceived competence in written expression? 
Using the t-test of dependent means to assess the statistical significance of participant 
perceptions from the pre-test to the post-test condition of the study in Research Question Five, 
the most statistically significant effect for targeted instruction in written expression upon 
participant competence was manifested in the mean score change of 0.42 (SD = 0.89) within the 
domain of mechanics associated with written expression.  The magnitude of effect for mechanics 
of written expression was approaching moderate at d = .47. 
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Table 6 contains a complete summary of finding for the impact of targeted instruction in 
written expression upon participant-perceived competence by domain of written instruction. 
Table 6 
Impact of Targeted Instruction upon Domains of Participant Perceptions of Competence in 
Written Expression 









31 0.19 0.98 1.10 .19 
Clear Expression of 
Thoughts 
 




31 0.29 0.82 1.96* .35 
Mechanics 31 0.42 0.89 2.64* .47 
*p ≤ .05 
Research Question 6:  Was there a predictive and associative effect for participant-
perceived sense of control in written expression upon perceived confidence and competence 
in written expression? And was the predictive and associative effect greatest for 
participant-perceived confidence or competence in written expression? 
 Using multivariate multiple regression (MMR), the predictive effect of participant-
perceived sense of control in written expression was statistically significant upon both dependent 
variables in the research question: participant-perceived confidence and competence in written 
expression (Pillai’s v (4, 56) = 7.67; p < .001).  The magnitude of effect was considered very large 
(d = 1.30). 
 Using the univariate linear regression test statistic for comparative purposes in addressing 
the second portion of the research question, the predictive and associative effect for participant 
 69  
 
perceived sense of control in written expression was greater for participant-perceived confidence 
in written expression than for perceived competence in written expression. 
 Although the predictive and associative effects for participant perception of sense of 
control in written expression was greater for perceived confidence in written expression, the 
difference in predictive and associative effect between participant-perceived confidence and 
competence in written expression was not to a statistically significant degree (Fisher’s z = 0.45; p 
= .65).  Moreover, the magnitude of effect was small (Cohen’s q = .12). 
Table 7 contains a complete summary of finding for the second portion of Research 
Question Six addressing the predictive and associative effects of participant sense of control in 
written expression upon perceived confidence and competence in written expression. 
Table 7 
Predictive Effect of Participant Perception of Sense of Control in Written Expression upon 
Confidence and Competence in Written Expression 

















Competence 0.94 0.16 .74*** 2.20a 
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Chapter Summary 
 The purpose of this chapter was to discuss the findings of the survey instrument used to 
determine the degree of impact using reflective writing instruction upon study participant 
perceptions of confidence and competence in the area of written expression efficacy.  Six 
research questions were posed to address the stated research problem.  The participant sample 
consisted of undergraduate students (N = 31) enrolled at a private, small university.  Nearly nine  
in 10 study participants (87.1%; n = 27) were identified as male by gender, with the remaining 
12.9 % (n = 4) identified as female.  A variety of preliminary analyses were conducted using the 
study’s data set in advance of the analytics, interpretations, and reporting of findings for the 
posed research questions.  The study’s data indicated a minimal level of missing data (n = 3; 
.4%).  The internal reliability of participants’ performance across all phases was considered very 
high (a ≥ .80).   
The results reported in this chapter indicated perceived competence represented a greater 
effect on the area of written expression than perceived confidence.  However, when both 
dependent variables were measured to find the predictive and associative effect of participant-
perceived sense of control in the area of written expression, both perceived confidence and 
perceived competence were found to be statistically significant and have a very large effect.  
Using the linear regression test for comparative purposes, the predictive and associative effects 
for participant perception of sense of control in written expression for perceived confidence were 
greater, but to a significant degree as compared to perceived competence.  Both variables of 
perceived confidence and competence measured nearly the same.  The predictive model using 
MMR and the univariate linear regression test for comparison purposes was found to be viable to 
addressing the outcome of the study.  The final chapter, Chapter V, features a discussion of the 
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findings related to the participant-perceived confidence and competence in the area of written 
expression.       









 This chapter was organized to provide a review of the study’s findings.  The purpose of 
this quasi-experimental quantitative study was to determine the degree of impact using reflective 
writing instruction upon study participant perceptions of confidence and competence in the area 
of written expression efficacy.  Additionally, the study participants’ overall perceptions were 
evaluated using the perceived sense of control as a respective predictor in the area of written 
expression.  Presented in this chapter are the statement of the problem, a review of the 
methodology, a summary of the results, a discussion of the results, the limitations of the study, 
the implications for practice, and recommendations for future research.   
Statement of the Problem 
 Students who are in their undergraduate program at a college or university may lose the 
confidence, competence, and control necessary to produce effective academic writing which may 
cause a hindrance in their writing performance.  More than half of undergraduate students at a 
post-secondary college and university require remediation, thereby lacking the confidence in 
writing to achieve academic success (Kitchakarn, 2012; Palmer et al., 2014).  This study 
provides an understanding of undergraduate students’ perceptions of confidence and competence 
in the area of written expression as a result of instructional programming in the area of reflective 
writing.  This study also examined the predictive effect that perceived sense of control had on the 
perceptions of confidence and competence in written expression.  A lack of control leads to a 
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negative perspective concerning good writing skills (O’Connell et al., 2015).  Undergraduate 
students who have good intentions to write well may lose their confidence and competence in 
their capability to complete written assignments and activities.      
Review of the Methodology 
 This study used a quasi-experimental, within-subjects, repeated measures, pre-test and 
post-test research design.  A convenient sample of 31 undergraduate students enrolled in an 
intercollegiate athletic course at a small, four-year, private university located in central Florida 
participated in the study.  The study included three phases.  First, the research instrument 
(survey) was administered to study participants.  Second, the intervention treatment variable, 
reflective writing instructional programming in the area of reflective writing, was implemented 
for a five-day period lasting 45 to 50 minutes each day over the course of two weeks.  Third, at 
the completion of the intervention variable (instructional programming), students were asked to 
complete the post-test survey.    
 Prior to the formal analysis and reporting of study findings by stated research questions, 
three specific preliminary analyses were conducted: missing data, essential demographics 
identifiers, and internal consistency of participant performance (reliability). The research 
questions were addressed through a combination of both descriptive and inferential statistical 
techniques.  The study’s analytics, interpretations, and reporting of findings were conducted 
exclusively using IBM’s Statistical Package for the Social Sciences (SPSS), version 25.  The 
following information represents how the research questions were addressed analytically.   
In order to address the study’s Research Questions One through Five, the researcher used 
the t-test of dependent means to assess the statistical significance of participant responses from 
the pre-test to the post-test phases of the study.  The alpha level of p < .05 represented the 
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threshold for the statistical significance of findings, and Cohen’s d was used for the magnitude of 
treatment effect (effect size) from the pre-test to the post-test condition of the study.  Cohen’s 
parameters of interpretation of effect sizes were employed for comparative purposes. 
Research Question Six, the predictive and associative effect of participant-perceived 
sense of control in written expression, was measured using two dependent variables.  As such, 
the multivariate multiple regression (MMR) test was employed to assess the overall effect of the 
respective independent variable upon both dependent variables.  Pillai’s trace (v) was interpreted 
as the means of assessing the statistical significance of impact exerted by the participant-
perceived sense of control in written expression upon the dependent variables of confidence and 
competence in written expression.  The alpha level of p > .05 represented the threshold for 
statistical significance of finding.  Cohen’s d was used to assess the magnitude of effect (effect 
size).  Cohen’s parameters of interpretation of effect sizes were employed for comparative 
purposes.   
 The second portion of Research Question Six was addressed using the univariate linear 
regression test to determine the predictive and associative effect exerted by the independent 
variable (sense of control in a written expression) upon each dependent variable separately.  The 
alpha level of p < .05 represented the threshold for statistical significance of finding.  Cohen’s d 
assessed the magnitude of effect (effect size).  Cohen’s parameters of interpretation of effect 
sizes were employed for comparative purposes.   
Discussion of the Preliminary Analyses  
 The study’s sample size of 31 was ample in providing sufficient statistical power for 
significance testing purposes.  A priori power analysis techniques using G-Power reflected a 
recommended range of 30 study participants dependent upon anticipated treatment effect.  The 
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study’s sample of 31 was deemed adequate to detect an effect in the findings.  This finding is 
important in that statistically significant findings achieved through the treatment variable were 
true treatment effects and not by virtue of the study’s sample size. 
 The study’s data set reflected a minimal level of missing data (less than 1%).  As such, 
using data imputation techniques for analytic purposes was deemed unnecessary.  The 
noteworthy level of intactness of the study’s data set would lends credibility and an enhanced 
level of accuracy to subsequent findings associated with the analytics of the study’s research 
questions. 
 The study’s level of internal consistency of participant response (well beyond a = .80) to 
the research instrument in all phases of its administration is notable and validating of its ability to 
produce data that was accurate and reliable.  Of particular importance was the extraordinary 
alpha level manifested in participant responses in the post-test administration of the research 
instrument.  The alpha level of .98 was achieved in participant responses to the post-test 
administration, signaling an extremely high level of consistency of perceptual response to the 
instrument’s items in the wake of exposure to the study’s treatment variable.  
Summary of Findings  
 Nearly all of the study’s survey questions were answered in a statistically significant 
matter.  The internal consistency of participant performance across all phases was considered to 
be very high and statistically significant.   
Perceptions of Confidence  
With regard to Question One, participant-perceived confidence as measured by the post-
test increased 0.23 points from the mean score of the pre-test.  This improvement was not 
significant (p = .20) and yielded a small effect (d = .24) on the area of written expression. 
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Although the findings related to perception of confidence were not deemed to be statistically 
significant, the study indicated that the undergraduate students’ perceptions of confidence did 
improve as a result of the reflective writing instructional treatment.   
Perceptions of Competence  
 With regard to Question Two, participant-perceived competence improved at a 
statistically significant level (p = .20) as a result of the reflective writing treatment.  The 
perception of competence manifested a moderate treatment effect (d = .43), which was a greater 
effect than that of perceived confidence in the area of written expression.  Regarding the 
difference between the means of the pre- and post-test of the undergraduate students’ perceptions 
of competence in written expression, the t-test illustrated a mean increase of 0.45.  The results 
indicated that reflective writing with instruction helped enhanced students’ perceptions in 
competence more than confidence in the area of written expression.         
Perceptions of Sense of Control  
 With regard to Question Three, participant-perceived sense of control increased to a 
statistically significant degree (p = .04).  The magnitude of the treatment effect was also 
considered medium (d = .39), a greater effect than perceived confidence but slightly lower than 
perceived competence.  The student participants’ perceptions of sense of control improved as a 
result of the reflective writing instructional treatment.  Regarding the difference between the 
means of the pre-test and post-test conditions, the results of the t-test of dependent means 
indicated that the undergraduate students’ perceptions of competence and sense of control 
demonstrated improvement similar to those recorded for perceptions of confidence and 
competence.     
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The Domains of Written Expression in the Perceptions of Confidence  
With regards to Question Four, considering the four domains inherent in the study’s 
research instrument listed in Chapter IV, the domain of persuasiveness upon participant 
confidence was most impacted by the targeted reflective writing treatment.  The magnitude of 
persuasiveness in written expression was approaching moderate (d = .47), closely followed by 
the magnitude effect (d = .45) for the domain of mechanics in written expression.  Both the 
persuasiveness and mechanics in written expression illustrated similar results in the study 
participants’ perceptions.         
The Domains of Written Expression in the Perceptions of Competence  
With regards to Question Five, considering the four domains inherent in the study’s 
research instrument listed in Chapter IV, the domain of mechanics upon perceived competence 
was most impacted by the targeted reflective writing treatment.  The magnitude of effect for 
mechanics of written expression was approaching moderate at d = .47.  Similar to the results of 
Question Four, the domain of persuasiveness followed the domain of mechanics in written 
expression.  The study participants’ perceptions were consistent when the areas of written 
expression were evaluated.    
The Effect of Sense of Control in Confidence and Competence  
 With regard to Question Six, the predictive and associative effect of participant-perceived 
sense of control in written expression exerted a statistically significant effect upon both 
dependent variables in participants’ perceived confidence and competence.  The magnitude of 
effect for both perceived confidence and perceived competence was found to be very large (d = 
1.48).   
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Comparing Confidence and Competence in Perceived Sense of Control  
 For comparative purposes in the second portion of Question Six, the predictive and 
associative effect for a perceived sense of control was greater for participant-perceived 
confidence than competence.  However, the difference in predictive and associative effect 
between participant-perceived confidence and competence in written expression was not 
statistically significant.  Moreover, the magnitude of the effect was small (Cohen’s q = .12).   
Discussion of the Findings 
The study’s data included minimal (n = 3; .4%) missing data for the 31 participant 
responses to the research instrument provided in phase one and three of the study.  The original 
sample was 32, with one participant disqualified due to non-participation.  Good internal 
reliability was present across all phases of the study and was considered very high (a ≥ .80), 
indicating minimal error to the study.  The survey instrument included three demographic 
questions and 11 questions measuring students’ perceptions in the area of written expression as a 
result of the independent variable of reflective writing instructional treatment.            
 Regarding essential demographic identifier information, all study participants were 
undergraduate students with nearly nine in 10 (87.1%; n = 27) identified as male by gender.  The 
remaining participants were identified as female (12.9%; n = 4).  Slightly over two-thirds of 
study participants (67.7%; n = 21) identified as being enrolled as juniors, and approximately 
one-quarter of participants (22.6%; n = 7) identified as seniors.  The remaining three participants 
(9.7%; n = 3) included one freshman and two sophomores.  Regarding the total participants in 
the study, 29 (93.5%) were enrolled in the sports management program, and the remaining two 
participants (6.5%) were enrolled in the exercise science and kinesiology program.   
  The internal consistency was measured using Cronbach’s alpha.   Regarding missing data 
for study participant response to the research instrument, this study had a minimal level of 
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missing data (n = 3; .4%).  The internal consistency of participant performance across all phases 
addressed in the study was considered very high (a ≥ .80).  The composite test had a value of a = 
.87.  The reflective instructional treatment is responsible for improving participant response 
performance in the post-test response (a = .98) as compared to the pre-test response (a = .85). 
 This study in reflective writing instruction in the area of written expression was guided 
by educational theories from Dewey (1933) who created reflective practices and Schon (1983) 
and Boud et al. (1985) who based their respective research on further self-regulated practices by 
encouraging learners to get in touch with their emotions and feelings to improve their writing 
skills, life experiences, and professional development.  This study sought to determine the degree 
of impact using reflective writing instruction upon participants’ perceptions of confidence and 
competence.  Further analyses were conducted to measure participants’ perceived sense of 
control in the area of written expression. 
 With regard to the participants’ perceptions of confidence in the area of written 
expression, participant perceptions were not statistically significant and had a small (weak) 
magnitude effect.  The results were surprising in that the study participants’ perceptions of 
confidence only changed to a small degree.  The researcher expected at least a medium 
(moderate) change as a result of the reflective writing treatment given that the professional 
literature strongly supports the idea that undergraduate students develop and foster statistically 
significant results of self-confidence from reflective activities along with other processes such as 
peer editing, teacher feedback, and self-autonomy (Murphy, 2014; Zeki & Kuter, 2018).  
Although participant-perceived confidence was found to be non-statistically significant (p = .20), 
all participants (n = 31) demonstrated improvement regarding their perceptions of confidence in 
written expression as the result of the reflective instructional treatment.  The study’s findings 
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regarding the participants’ perceptions of confidence indicated mixed results.  While the p value 
was not statistically significant, all participants (n = 31) perceived themselves as having 
developed increased confidence in the area of written expression.  Given that the mean score 
improvement from the pre-test to the post-test regarding the participants’ perceptions of 
confidence in written instruction, it is posited that, had a larger sample been used, a larger 
treatment effect would have resulted.  The findings in Question One are confounding since the 
results were expected to have at least a moderate magnitude effect.      
 Another assumption of the study is that the treatment effect manifested as a small effect 
due to the male participants representing a larger amount of sample size. Nearly nine out of 10 
participants (87.1%; n = 27) identified as males.  All female (n = 4) participants were impacted 
by the treatment effect, but the number of female participants represented a small amount of the 
sample size.  Similar findings from Alhija (2017) and Ottenberg et al. (2016) indicated that 
female students tended to have more reflective capacity and higher composite reflective scores 
than male students did.  This assumption contradicts with Baliyan and Moorad’s (2018) findings 
in their study of the effectiveness of instruction of students’ perceptions in private higher 
education by determining the gender, age, and nationality differences of participants in university 
and non-university type education institutions.  Baliyan and Moorad (2018) studied how students 
perceived teaching effectiveness, and, while there was no statistically significant difference in 
perceived effectiveness as reported by gender, there was a difference between male and female 
scores with females reporting higher perceived effectiveness than males.     
 Ottenberg et al. (2016) conducted a study to examine the relationship between reflection, 
gender, residency choice, word count, and academic achievement among university students.  
Compared to the current study’s methodology, Ottenberg et al.’s (2016) study varied in sample 
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size, gender demographics, duration of the study, and targeted population.  While the participants 
in the current study were over 87% male, Ottenberg et al.’s (2016) study involved a nearly equal 
amount of genders with 155 (48.6%) males and 157 (49.2%) females.  The current study was a 
five-day quantiative study over the course of two weeks with 31 participants, and Ottenberg et 
al.’s (2016) study included 319 participants in a seven-year mix method study.  Despite the 
difference of methodology in both studies, similar findings resulted in that non-statistically 
significant improvements in participants’ perceptions of confidence were reported as a 
consequence of engaging in reflective writing.  Notably, Ottenberg et al. (2016) only instructed 
the student participants for one hour before the study, which presented time constraints for 
students in understanding the process of reflective writing.             
 With regard to participant-perceived competence in Question Two, the results were 
statistically significant (p = .02) to a greater degree than perceived confidence.  Ratminingsih et 
al. (2018) defined competence as having three elements: (1) skills that deal with the action of 
training and practice; (2) knowledge on theories, facts, and procedures; and (3) characteristics 
expressed through what people think, do, and feel.  These three elements were consistent with 
the findings of the current study in Question Two that the reflective writing instruction improved 
the undergraduate students’ development of their competence in written expression.  Although 
the findings of perceived competence were expected to improve as a result of the reflective 
instructional treatment, it was more expected that perceived confidence would lead to a greater 
effect.  The effect of the reflective writing treatment for the sample size of 31 in the current study 
was adequate for perceived competence.  Unlike perceived confidence, the effect size did not 
foster significant results.   
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 With regard to participant-perceived sense of control in Question Three, the results were 
statistically significant (p = .04) to a greater degree than perceived confidence but slightly 
smaller than those for perceived competence.  The magnitude of the treatment effect for both 
perceived competence (d = .43) and perceived sense of control (d = .39) from the pre-test to the 
post-test condition were considered moderate.  As a result of the reflective writing instructional 
treatment, the undergraduate students reported a better understanding of how they learn after 
developing knowledge, skill, and a sense of control.   
 Although the current study included original findings of measuring participants’ 
perceived sense of control, others in the professional literature studied responsibility and student 
ownership of writing ability as a result of instructional treatment programming.  Wegner et al.’s 
(2017) study, mentioned in Chapter II, indicated that the participants improved in the areas of 
responsibility and commitment as a result of writing for 20 minutes rather than the five minutes 
allotted for the reflective activity in that study.  Wegner et al.’s (2017) findings were similar to 
the findings regarding participants’ perceived sense of control in the current study since 
participants in both studies demonstrated an improvement in participant-perceived sense of 
control and participant ownership of written expression following the reflective activity. 
 There were many similarities and differences in methodology between the current study 
and Wegner et al.’s (2017) study.  The similarities of Wegner et al.’s (2017) study to the current 
study included the sample size, the duration of the study, and the duration of instructional 
programming provided to participants.  Wegner et al.’s (2017) study involved exclusively 
qualitative data collection, and the participants were carefully selected from three different 
schools and were equally divided into groups of 15 males and 15 females (five males and five 
females from each school).  In contrast, the current study included participants conveniently 
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sampled in one prerequisite writing course at one private university and employed an exclusively 
quantitative data collection process.  Despite the differences in both studies, the findings were 
similar, with participants improving in the areas of confidence, competence, and responsibility 
after receiving instruction about the reflective writing process and practicing reflective writing.  
 Other studies mentioned in Chapter II, such as those of Amicucci (2011), O’Connell et al. 
(2015), and Ratminingsih et al. (2018), resulted in comparable findings to the current study in 
that students who developed better reflective writing skills took greater ownership of their 
learning and demonstrated a greater sense of control related to their academic work.  The results 
of the current study and findings from other professional literature provided an understanding of 
how the perception of the sense of control can affect a student’s learning process.  In this study, 
engaging in reflective writing allowed students to use their writing as a tool that could help them 
to learn from their previous experiences.  Therefore, understanding the process of reflective 
writing provides undergraduate students the chance to examine their experiences through 
writing, while enhancing their competence in writing with improved confidence throughout their 
academic studies.     
Regarding Questions Four and Five, it was startling that the domain of expression of 
thoughts (d = .03) was least affected as a result of the reflective writing instruction.  The 
researcher expected expression of thoughts to demonstrate the greatest treatment effect.  
Moreover, the domain of organization of thoughts also indicated a small effect for both 
perceived confidence (d = .28) and competence (d = .19) in written expression.  However, 
considering the four respective domains of written expression, the domains of persuasiveness 
upon perceived confidence (d = .47) and mechanics upon perceived competence (d = .47) 
exhibited the greatest treatment effects.  These results indicated that the study participants’ 
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perceptions were consistent in Question Four and Five, showing similar results of the study 
participants’ improvement in written expression efficacy with minimum chance of error.  
The unexpected results of the current study in Question Four and Five contradicted a 
previous study from Annamalai and Jaganathan (2017) which found that no significant changes 
in organization and mechanics as a result of reflective writing.  However, Annamalai and 
Jaganathan’s (2017) study did indicate a significant improvement in scores relating to vocabulary 
and language, which demonstrated that the students expressed their thoughts and feelings better 
through reflective writing.  Another researcher, Guess (2014) who studied accounting students to 
determine the learning theory associated with reflective writing, found that the students 
expressed their thoughts more clearly as a result of reflective writing.  While the participants in 
Guess’ (2014) study were accounting students, the implications of that study suggested that 
reflective writing skills are beneficial for students in any academic program of study.   
 The current study added an important finding that, when students understand the process 
of reflection, they can strengthen their persuasive and mechanical skills in the area of written 
expression while increasing their self-confidence and competency as a result of an improved 
perception of sense of control.  This suggestion is consistent with Lancaster and Erbes’ (2016) 
findings that, when students describe a specific and meaningful experience in a reflective writing 
activity, they are better able to write persuasively and make higher quality connections between 
their past events and memories.  Based on the current study’s data analyses, it can now be 
discussed that student participants’ perceptions were impacted most in the domain of 
persuasiveness and mechanics, leading to better written expression efficacy using reflective 
writing. 
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 A study from Schreiner, Appel, Isberner, and Richter (2018) had similar findings to the 
findings for the current study’s Questions Four and Five.  Schreiner et al. (2018) conducted a 
study to examine the effects of persuasion on students’ attitudes and beliefs and found that 
persuasion was a powerful tool for changing students’ attitudes and beliefs. 
Schreiner et al. (2018) considered persuasion to be a powerful skill for changing students’ 
attitude and beliefs.  The current findings demonstrated that persuasiveness of written expression 
promoted strong perceptions of confidence and competence in students writing abilities.  These 
findings agree with prior research and theology studies such as those from Adatepe and Kul 
(2018) and Dewey (1933) who indicated that reflective thinking is considered to be a higher 
level way of thinking, which may lead students to produce new knowledge and improved 
understanding in the virtue of mechanics of writing.     
 In regards to the final research question, Question Six, the findings revealed impressive 
evidence that, when students’ perceived sense of control is exerted upon the predictive and 
associative effect of confidence and competence, students’ perceptions gain a greater treatment 
effect in both perceptions of confidence and competence in the area of written expression.  Using 
a robust multivariate multiple regression (MMR) analysis, the predictive effect of participant-
perceived sense of control was statistically significant (p < .001) upon both dependent variables 
related to participant-perceived confidence and competence.  The magnitude of effect was very 
large (d = 1.30).  The reflective writing treatment effect was mostly associated with the 
predictive effect rather than measured separately as in Questions One to Three.  To the best of 
the researcher’s knowledge, the current study is the first to introduce findings regarding the 
degree of impact using a reflective writing treatment on undergraduate students’ perceived sense 
of control as well as perceived confidence and competence.  Although prior studies have not 
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explicitly examined these variables jointly, researchers such as O’Connell et al. (2015) and 
Ratminingsih et al. (2018) have studied students’ ownership of and responsibility for their 
writing.   
 A related study from Zeki and Kuter (2018) included the same aspects of confidence in 
and control of learning.  Zeki and Kuter (2018) conducted a study to investigate the impact of 
collaboration and reflective activities on the development of students’ autonomy in writing and 
to find out how students’ autonomy changed as a result of the reflective activity programming.  
Holec, who is accepted in the professional literature as the father of autonomy, defined autonomy 
as “taking charge of one’s own learning” (as cited in Zeki & Kuter, 2018, p. 344) and the 
responsibility for all decisions concerning all aspects of learning.  Zeki and Kuter’s (2018) study 
included a mixed research design using students’ essays and focused group interviews to address 
the research.  Zeki and Kuter’s (2018) findings indicated that the students gained self-
confidence, motivation, and improvement in their writing skills which supported their autonomy 
in writing.  Findings also displayed that the students’ autonomy in writing increased as a result of 
the reflective activities.  Similar to the current study’s focus that examined the degree of impact 
using reflective writing instructional programming on students’ perceptions in confidence and 
competence in the area of written expression, Zeki and Kuter’s (2018) study also investigated the 
impact of reflective activities.  Both the current study and Zeki and Kuter’s (2018) findings 
indicated students’ improvement in perceived confidence and competence in writing abilities as a 
result of reflective writing.  In contrast, the students in Zeki and Kuter’s (2018) study increased 
autonomy in writing through gaining self-confidence, while the students in the current study 
increased their perceptions of confidence and competence through the effect of their perceptions 
of sense of control.         
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  Regarding the second portion of Question Six, using the univariate linear regression test 
statistic for comparative purposes, the predictive and associative effect for participant-perceived 
sense of control in written expression was greater for participant-perceived confidence in written 
expression than it was for perceived competence in written expression.  Despite the findings in 
Research Question One, students’ perceived sense of control as a predictive and associative 
effect prompted a very large change in the students’ perceived confidence.  The researcher had 
anticipated that perceived confidence would lead to a greater predictive and associative effect 
than perceived competence.  However, the difference between the predictive and associative 
effects of perceived confidence and competence in written expression was not statistically 
significant (Fisher’s z = 0.45; p = .65) and indicated a small magnitude effect (Cohen’s q = .12).  
These findings of the current study suggested that there is a positive correlation between 
perceived sense of control as a predictor and students’ perceived confidence and perceived 
competence in written expression.  After analyzing the results of the six research questions, the 
current findings indicated positive findings from engaging in reflective writing.  The researcher 
determined that, when students gain a sense of control in their writing abilities as a result of 
reflective writing instruction, their perceived confidence and competence will improve.  The use 
of reflective writing can reduce students’ nervousness and increase their ability to learn from 
prior academic writing challenges.    
Implications for Practice 
This study may help institutions of higher education understand the degree of impact 
using reflective writing on undergraduate students’ perceptions of confidence and competence in 
written expression efficacy.  The current study is unique as it examined the predictive and 
associative effect of perceived sense of control on the students’ perceptions of confidence and 
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competence in written expression.  Ultimately, the current study set out to improve 
undergraduate students’ academic writing by enhancing their three Cs (confidence, competence, 
and control) in order to achieve academic success.  These findings suggest that undergraduate 
students are aware of their writing abilities and value reflective writing instruction in college 
courses as a way of enhancing their academic writing performances.   
 The four domains of written expression (organization of thoughts, expression of thoughts, 
persuasiveness, and mechanics) were analyzed to further examine the perceptions of confidence 
and competence in written expression.  The current study contributed knowledge and supported 
existing research literature that persuasiveness in written expression is related to reflective 
writing.  Students were able to write more effectively, develop stronger personal characteristics, 
and respond positively from reflective instructional programming as a result of writing about 
their feelings from their experiences. 
 In the light of the findings, participant-perceived sense of control in written expression 
was predictive of a very robust effect on students’ perceptions in written expression.  The 
findings demonstrated that the stronger students’ perceptions were in the area of sense of control, 
the stronger their perceptions were in the areas of confidence and competence to produce better 
quality writing in their course assignments.  This study has contributed to the existing literature 
concerning the effectiveness of reflective writing and how instructional programming can be 
used to build relationships between instructors and students in higher education.   
The evidence produced from this study could help instructors in higher education to teach 
the process of reflective writing rather than to assume that students understand the process of 
reflection.  The instruction in reflective writing will guide college students to think deeply about 
their experiences, write more persuasively, explore better learning opportunities through written 
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expression, and provide opportunities to discuss their experiences through reflective activities.  
With institutions in higher education incorporating reflective writing instruction in their curricula 
to improve written expression, college students may advance to write more effectively in their 
academic coursework.   
 The researcher in the current study agrees with other studies reporting that reflective 
writing would impact college students’ perceived confidence and perceived competence but adds 
emphasis that reflective writing enhances confidence and competence when students’ perception 
of sense of control is used as a predictive and associative independent factor.  Providing 
instruction in the area of reflective writing increases the effectiveness of college students’ 
writing, which may give school leaders the confidence to continue incorporating reflective 
writing activities within academic courses.  The results of the study indicated that there is a 
continuing need for college and university students to understand the process of reflective 
writing regardless of their academic year and majors.  Leaders in higher education may need to 
review their course curricula and incorporate reflective writing given the potential benefits of 
written expression in course assignments.  By encouraging reflection on past experiences, leaders 
can foster students’ abilities to recognize self-improvement and leverage college resources for 
better educational attainment.  More reflective writing activities should start or continue to be 
integrated into all program majors to strengthen college students’ academic writing as well as the 
professional knowledge acquired through their university studies. 
Limitations and Recommendations for Future Studies 
 Three primary factors serve as limitations to this study.  The research was limited to the 
study sample, study population, and time constraints.  Only one class of 31 university students 
was available to participate in the study.  Originally, the sample was 32, but one participant was 
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disqualified due to non-participation.  The policy of the Institutional Review Board (IRB) of the 
private university is that a quantitative study is required to have at least 30 participants to be 
valid.  The study sample of 31 was adequate to research a little over the minimum requirement.  
Following further analyses, the researcher concluded that, for participant-perceived confidence to 
have been statistically significant, a sample size of 109 would have been needed rather than the 
31 participants in the current study.  Regarding the genders identified in the study, the responses 
were limited to 87.1% (n = 27) of male participants and 12.9% (n = 4) female participants.  
Therefore, these findings may not be generalizable to other female students or to other courses.  
For future studies, equal participation by each gender is recommended as that would better 
represent the general population.  The target population was limited to a small private university 
in a prerequisite athletic writing course.  Although the sample size was considered acceptable for 
the study, a larger sample size consisting of other populations, such as students in public 
universities or students from multiple courses, is recommended for future studies. 
   Another limitation of the study was time constraints.  The study was conducted in a five 
day period over the course of two weeks in 45-minute course sessions which resulted in time 
constraints on reflective instructional programming.  More time to instruct students on the 
process of reflective writing would have allowed greater guidance regarding self-expression, thus 
increasing the students’ effectiveness in organizing their thoughts and expression of thoughts in 
writing.  Any change in the generalizations of the study could change the data’s validity.  Future 
researchers may consider extending the duration of the instructional programming. 
 This study established the reliability and validity of participant perceptions as a result of 
receiving reflective writing instruction.  An alternative research methodology, such as a mixed 
methods study including student journals or a pre- and post-course assignment, would elicit in-
 91  
 
depth data about how reflective writing improves students’ writing abilities in their academic 
course assignments.  Further research could provide valuable data regarding reflective writing 
instruction’s impact on students’ academic performance in the higher education setting.          
Conclusion 
 This study was constructed from the foundation of Dewey’s (1933), Schon’s (1983), and 
Boud et al.’s (1985) research theories on the process of reflective writing.  The dissertation 
presented a quantitative study examining the degree of impact using reflective writing instruction 
upon study participants’ perceptions of confidence and competence in the area of written 
expression efficacy.  The study’s quantitative data were collected using a researcher-designed 
survey instrument for data collection and instructional programming as the treatment in the area 
of reflective writing. Students perceived themselves as having a sense of control in written 
expression in the areas of participant-perceived confidence and competence in organization of 
thoughts, expression of thoughts, persuasiveness, and mechanics.  Students demonstrated 
improved perceptions of confidence and competence in written expression as the result of the 
reflective writing instruction.  More students reported gains in persuasiveness and mechanics 
than in organization of thoughts and expression of thoughts.  The study indicated that reflective 
writing following instruction aids college students’ ability to more positively perceive written 
expression as a means of achieving academic success.  Additionally, the findings suggested that 
reflective writing instruction in the higher education setting influences students’ ability to write 
more expressively in coursework assignments.      
 The knowledge gained from the current study suggested many considerations related to 
reflective writing.  Reflective writing is an important aspect of students’ ongoing personal, 
educational, and professional development.  College students are expected to think about their 
 92  
 
writing processes, learning intentions, and classroom and/or work experiences.  Students who 
choose to reflect with honesty will have better writing abilities and expression.  This study 
showed that there is a continuous need for instructors in the classroom to ensure students’ 
learning competencies for student engagement in education and future endeavors.  Ultimately, 
the findings in this study suggested that reflective writing instruction may develop undergraduate 
students into better academic writers as a result of gaining the three Cs: confidence, competence, 
and control (the sense of control).  
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Project Title:  Revealing True Images:  A Study of Participant Perceptions of Reflective Writing 
on Undergraduate Students to Enhance Written Expression Efficacy  
Demographics 
1.  Please identify the gender with which you mostly identify.  _________ 
     A. Male     B.  Female      
2.  What is your program of study at Southeastern University (SEU)?  _________ 
     A.  Education     B.  Sports Management   C. Other: _____________ 
3.  Please indicate what college year you are in at this time.  _________ 
    A.  Freshmen     B.  Sophomore     C.  Junior     D.  Senior 
Reflective Writing Perceptions 
Please rate the following statements using the Likert scale below 
 
4.  I am confident in my ability to organize my thoughts in written form on a given topic. 
     5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
5.  I am competent in organizing my thoughts in written form on a given topic. 
     5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
6.  I am confident that I clearly express my thoughts in written form on a given topic.  
     5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
7. I am competent in clearly expressing my thoughts in written form on a given topic.  
     5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
8.  I am confident in the persuasiveness of my written expression on a given topic. 




9.  I am competent in writing persuasively on a given topic. 
     5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
10. I am confident in my ability to apply the appropriate writing mechanics in addressing a given          
       topic. 
      5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
11.  I am competent in applying the appropriate writing mechanics in addressing a given topic. 
       5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
12.  Overall, I am confident in my ability to effectively express my thoughts on a given topic in     
       written form. 
        5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
13.  Overall, I am competent in area of written expression. 
        5- Strongly Agree    4- Agree    3- Uncertain    2- Disagree    1- Strongly Disagree 
14.  Overall, I feel a sense of “control” or ownership as I engage a writing project on a given            
       topic. 

















Researcher: Mrs. R.J. Cummings, MBA, EdD Candidate in Organizational Leadership 
SEU Email: rcummings@seu.edu 
 
Study’s Topic:  A study of participants’ perceptions of confidence and competence in reflecting 
writing on undergraduate students to enhance written expression efficacy 
Study’s Purpose:  The purpose of the study was to determine the degree of impact using 
reflective writing instruction upon study participant perceptions of confidence and competence in 
the area of written expression efficacy. 
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Your Rights and Confidentiality: Your participation in this research is voluntary. There is no 
penalty for refusal to participate, and you are free to withdraw your consent and participation in 
this project at any time. 
 
